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The study purposed to examine the phenomenon of social 
alienation experienced by African-American students enrolled 
at a predominately European southern university. Prior 
studies have shown that African-Americans experience both 
social alienation and situational depression on such college 
campuses. These stressful academic experiences can be 
devastating resulting in feelings of powerlessness, 
meaninglessness, isolation, segregation and exclusion. Poor 
academic performance and dropout often occur. 
The PRIDE scale is an adaptation of Burback's 
University Alienation Scale [UAS], including Kwanzaa 
principles. PRIDE Part I collected biographical data and 
measured factors of success. PRIDE Part II measured 
feelings of perceived social alienation. 
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One hundred (100) subjects were selected from a 
population of eight hundred. 
Correlation statistics based on Pearson's r was used 
to determine the strength and direction of the variables 
used in the study. Qualitative analysis was used to analyze 
the open ended questions in PRIDE Part I. 
Findings indicated subjects who experienced high 
levels of social alienation and low self-esteem, scored low 
on PRIDE Part I and II. Alternately, high scores on PRIDE 
Part I corresponded to high scores on PRIDE Part II, 
reflecting high self-esteem and low levels of social 
alienation. Students with high scores on PRIDE Part II had 
low Beck Depression Scores [r(59) = .30, p < .02]. Female 
students out scored their male counterparts on PRIDE Part II 
[r(82) = .25, p < .03] indicating a strong relationship 
between gender and perceived feelings of social alienation. 
High PRIDE Part II scores were significantly related to an 
increase in self image held by students attending the 
European institution, [r(7859) = .31, p < .005]. Responses 
to PRIDE open ended questions revealed that African-American 
males perceived themselves as leaders. They viewed 
themselves as competitors with European American males that 
could explain the increased feelings of social alienation 
reflected by lower PRIDE Part II scores. 
On the basis of the study's findings, and the fact 
that only 30 African-American faculty members (less than 3%) 
serve the study institution, the researcher recommends 
having additional African-American faculty in key decision 





We must acknowledge that institutions and 
values go hand in hand. How people act and 
live are shaped—though in no way dedicated or 
determined by the larger circumstances in 
which they find themselves. These 
circumstances can be changed, their limits 
attenuated, by positive actions to elevate 
social conditions.1 
Matriculation in western academic cultures continue 
to be a struggling issue for most African American students 
enrolled in recently desegregated or predominantly Euro- 
American institutions of higher learning. Often African 
American college students were deceived into thinking that 
the so-called liberal university atmosphere, in at least the 
social realm, would be different but amicable. In this 
atmosphere, it was believed that social alienation would be 
minimized. African American students enrolled in 
predominantly European-American universities were often 
advised that opportunities in this academic environment 
could be theirs for the asking. Academic careers and 
related opportunities would abound. In such situations, 
African American students only had themselves to blame if 
they did not succeed in the "liberal university 
environments" where Euro-Americans were bending over 
backwards to give them great opportunities to succeed. 
1Cornell West, "Race Matters," NIA Association of Black 
Psychologist Newsletter 1 (Winter 1994): 1. 
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Social alienation, as experienced by African American 
students, is related to anomie. The term anomie refers to a 
state of disintegration in which there is an inadequate 
fulfillment of needs. It is a condition that commonly 
occurs during periods of social disruption and change, when 
value conflicts tend to spread through the social system so 
that there is a lack of widely shared norms to guide and 
control group goals and behavior. Symptoms of anomie in our 
society are reflected in the generation gap, in troubled 
race relations, in the conflict between the "haves" and 
"havenots," and in the disharmony inherent in many people's 
relations to the broader society.2 
Anomie, in turn, leads to social alienation as 
diagnosed by such symptoms as "rootlessness," a lack of 
authentic relationships with others, a confused sense of 
self-identity, inability to find satisfying values and 
meaning, and a belief that one is powerless to do anything 
that will have any significance or effect. Investigators 
have pointed out that social alienation, in turn, results in 
socially alienated behavior—such as racial and religious 
prejudice, lack of concern for others, and political 
passivity or participation in movements that promise to 
usher in the millennium but have little practical effect or 
are actually nihilistic. Emphasis has been placed on the 
2J. C. Coleman and W. E. Broen, Abnormal Psychology and 
Modern Life. 4th ed. (Glenview, IL: Scott Foresman, 1972). 
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relationship of alienation to violence, crime, and mental 
disorders; and social alienation leads to a sequence of 
identity confusion, apathy, powerlessness, and eventually 
violence.3 
Social alienation, in the context of this 
dissertation, will be defined as the social experience of 
significant levels of meaninglessness and powerlessness due 
to a lack of or minimal participation in, exclusion of, 
rejection and subjection from almost all social activities. 
Additionally, social alienation includes the exclusion in 
organizational participation where political, economic and 
social clout are evident; i.e., major white fraternities and 
sororities, or the student government association, social 
alienation may also include feelings of separation from the 
dominant group or isolation from dominant group standards, 
or loss of social values due to being defined and controlled 
by the social agendas of the majority. 
African American students' experiences of social 
alienation on predominantly European university campuses 
have been a topic of interest for social scientists for the 
last fifty (50) years. African American students were 
consistently found to experience feelings of social 
alienation to a greater extent than did their White peers on 
predominantly White university campuses. Researchers found 
that most successful African American students changed 
3Ibid. 
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interactional styles to accommodate their predominantly 
White campus situations. 
In the 1950's, when pioneering African American 
students integrated predominantly European colleges and 
universities, there was very little internal interest and 
support. The majority support came from external sources, 
as indicated in the following table. 
TABLE 1 
1950'S AFRICAN AMERICAN SUPPORT SYSTEM 
ON AND OFF EUROPEAN-AMERICAN CAMPUSES 
External Support Systems 
Off Campuses 
Internal Support Systems 
On Campuses 
1. African American 
churches 
2. NAACP 
3. SCLC (Southern Christian 
Leadership Conference) 
4. Urban League African 
American fraternities 
and sororities 
5. High school mentors and 
family support systems 




2. None to very few 
role models 
3. No student 
organizational 
support 
4. Very little to no 
social interaction 
5. No leadership or 
representation in 




In spite of strong external support, African American 
students remained faced with social alienation. Social 
alienation was manifested in many overt and covert forms. 
Such forms included physical altercations, verbal abuse, 
racial slurs, rejection to social altercations, sentencing 
in jail, isolation, death, subjection, feelings of being 
powerless and meaningless. 
The scene of the 1950s on these college and 
universities campuses was different in terms of internal 
support systems then as compared to internal support systems 
now (see Table No. 2). Although there was a difference 
between support systems, there also was some similarity in 
terms of the different forms experienced by African American 
students who were feeling socially alienated. This 
alienation, however subtle, was prevalent in forms of 
rejection, discrimination, subjection, isolation, 
powerlessness and meaningless. Today, it was found that in 
college cafeterias African Americans and European American 
students tend to eat separately, and fraternity and 
sororities are segregated. European-Americans usually board 
with European-Americans, and African American's roommates 
are usually other African Americans. 
Although Table No. 2 addresses the presence of intact 
support systems, social alienation was still dominant on 
European-American southern campuses. It was manifested in 
the form of European-Americans eating together, going to 
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TABLE 2 
1990'S AFRICAN AMERICAN SUPPORT SYSTEM 
ON EUROPEAN-AMERICAN CAMPUSES 
External Support Systems 
Intact Internal 
Support Systems 
1. National Association for 
the Advancement of Colored 
People 
1. African American 
student organizations 
2 . Parents 2. Black Studies 
Departments 
3 . High school teachers 3 . Relevant African 
American curricula 
4 . Ministers 4 . Recognition of 
scholars (honor's 
programs) 
5 . Secondary school mentors 5. Presidency of Student 
Government 
Associations 
6 • Southern Christian 
Leadership Conference 
6. University Queens 
7. Other students 7. More social 
interaction 
8 . High school mentors 8. Student loans, 
scholarships and 
university employment 
concerts, boarding together, socializing together, spending 
summers together, attending church together, being involved 
in their own exclusive fraternities, sororities and other 
campus organizations together. These social conditions can 
create feelings of meaninglessness, powerlessness and 
6 
rejection along with subjection for the African-American 
students. 
In an effort to highlight the historical perspective 
of the social alienation issue, this researcher documented 
the history of social alienation and its effects on African 
Americans dating from 1661 through the Civil Rights Movement 
of the 1960s. The researcher included data from the 
historical national literature on social alienation and its 
relationship between the variables cited above included case 
statements representing earlier African American student 
heroes and heroines who integrated several all-white 
university campuses located in southern states. Seven 
individual cases will be described later in this chapter. 
It is believed that the inclusion of these cases will allow 
this researcher to make a historical comparison between what 
constituted social alienation in the fifties and sixties and 
how it is being experienced on contemporary campuses today. 
In this case the researcher examined studies and other 
reports of social alienation as reported at a predominantly 
white southern 1862 land grant university. 
An article by Grace R. Maxwell,4 "The Civil Rights 
Movement and African American Participants," describes the 
struggles and impact of African American isolation and 
“Grace R. Maxwell, "The Civil Rights Movement and 
African American Participants," in The Civil Rights Movement 
in Florida and the United States, ed. Charles V. Smith 
(Tallahassee, Florida: Father and Son Publishing, Inc., 
1989), 252-253. 
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exclusion (social alienation from American institutional 
life). Professor Maxwell suggests that most minorities in 
the United States have found themselves excluded and 
isolated at times from the benefits of civil equality and 
government by representation. Such excluded groups often 
strive to end their exclusion. Of all minority groups, 
African Americans struggled most actively and consistently 
to be socially accepted and included into mainstream 
society. Many tactics used by African Americans were both 
violent and nonviolent in nature. These tactics have been 
similar to those used by other groups seeking a place in 
mainstream society. No minority group has influenced 
American history and politics more than the African 
Americans. 
In 1661, the Virginia Assembly declared African 
Americans tc legally held slaves rather than indentured 
servants. Since then, African Americans have found their 
position in the "land of the free" to be tenuous, 
contradictory, and dangerous. Three hundred and twenty 
years after their initial betrayal by the Virginia Assembly, 
African Am; citizens were still striving to gain full 
political and educational equality in America. This 
betrayal was repeated in Maryland in 1663.® 
Since 1661, African Americans have petitioned, 
protested, litigated, and voted to achieve the rights and 
5Ibid. 
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privileges enjoyed by non-African American citizens in the 
United States. African Americans depended heavily on 
successful litigation and direct action to achieve their 
goal of being integrated and socially accepted in America's 
mainstream. According to Dr. Maxwell,6 their unsuccessful 
attempts to integrate provided only feelings of 
meaninglessness and powerlessness and disenfranchisement. 
This feeling of disenfranchisement prevails when the 
majority denies or attempts to block access to the 
mainstream of society. The problems of exclusion and 
isolation (social alienation) continue to be a major topic 
of concern for most American institutions. This seems to be 
true of educational institutions, particularly those located 
in the south. 
The professional literature also indicated that 
survival in a socially alienated and hostile environment has 
confronted most African American people throughout their 
western history. The struggle of African American college 
students in desegregated institutions of higher learning is 
just a new variation on the old theme of survival. This 
struggle becomes intensified when African Americans move on 
or into predominantly European-American turf. 
Social alienation, the variable that was studied in 
this instance, was defined as a multidimensional concept 
consisting of components such as powerlessness, 
6Ibid. 
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meaninglessness, and social isolation7 (see Appendix F for 
instrument). African American college students' experience 
of social alienation on predominantly European-American 
university campuses had been a topic of interest of social 
scientists for many years.8 A 1986 issue of Black Issues 
in Higher Education suggested that African American college 
students consistently were found to experience alienation to 
a greater extent than did their White peers on predominantly 
European-American university campuses. 
African American college students were sometimes 
deceived into thinking that in the perceived "liberal 
university atmosphere" social alienation would be different, 
that everyone would be treated fairly, that alienation would 
be minimal. African American college students enrolled in 
predominantly European-American universities were often told 
that the world was theirs for the asking. They were told 
that the doors of opportunity are "flung open wide," and 
they had only themselves to blame if they did not succeed in 
such a liberal university environment. They were told that 
7Robbie J. Steward, Marshall R. Jackson, and James D. 
Jackson, "Alienation and Interactional Styles in a 
Predominantly White Environment: A Study of Successful Black 
Students," Journal of College Student Development (November 
1990): 509-515; Hoi K. Suen, "Alienation and Attrition of 
Black College Students on a Predominantly White Campus," 
Journal of College Student Personnel (March 1983): 117-121. 
8Steward, Jackson, and Jackson, "Alienation and 
Interactional Styles in a Predominantly White Environment: A 
Study of Successful Black Students," 509-515. 
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whites were extending themselves to give African American 
students chances to prove themselves. 
Dr. Walter Allen, University of Michigan, cited 
evidence of the white myths for African American success on 
white campuses. He also discussed the success that African 
Americans experienced on predominantly African American 
campuses. Listed below is a series of quotes by Allen in 
his article, "Black Students7 Academic Performance, 
Satisfaction with College Higher at Black Institutions": 
The college experiences of Black students 
attending predominantly Black institutions and 
those attending predominantly white 
institutions vary dramatically in terms of 
students7 academic performance, racial 
attitudes and satisfaction with college. The 
study finds that Black students7 academic 
performances are higher at institutions where 
they are happier and more satisfied with 
college life, usually, the traditionally Black 
college. Three-quarters of Black college 
students currently attend predominantly white 
institutions, however, where their adjustments 
to campus life are generally awkward and 
unsatisfying, the students say. 
Based on a survey of a national sample of 
Black college students at both predominantly 
White and Black, state-supported schools, the 
study found academic performance as measured 
by grades to be significantly higher for 
students at Black campuses and for Black 
males. 
Black students on white campuses complain of 
frequent social alienation and report little 
or no integration into general campus life, 
according to the study. Although a majority 
of these students claim satisfactory personal 
relationships with whites, they characterize 
the general state of campus race relations and 
social life as poor. 
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In contrast, students on Black campuses report 
more satisfying adjustments to college life 
and more cordial relations with faculty and 
staff. Reports of race discrimination were 
virtually nonexistent, despite the presence of 
whites and other-race students, faculty and 
staff in the university. 
Allen says "there is an urgent need to improve 
the lot of Black students enrolled at both 
types of schools." 
Black students who want to go to college are 
forced to make a trade-off. Those who choose 
to attend Black schools purchase psychological 
well-being and spiritual affinity often at the 
cost of less then favorable physical 
circumstances. 
Blacks who choose white campuses purchase 
richly endowed physical surroundings and 
bureaucratic efficiency at the cost of less 
than favorable interpersonal relations and 
peace of mind. 
Allen, who is also the director of the 
National Study of Black College Students, says 
the ideal is to combine the better gualities 
of Black and white colleges. "Until these 
inequities are attacked at their source," he 
said, "Black students in higher education will 
continue to be disadvantaged."9 
In summary, Allen captured the essence of what it 
meant to be an African American college student on any 
campus in America. Their stressful experiences in 
predominantly European college environments often disallowed 
and negated their black cultural identity and expressions, 
thus causing some unsatisfactory experiences on campus life. 
Walter J. Allen, Ph.D., "Black Students Academic 
Performance, Satisfaction with College Higher at Black 
Institutions," Black Issues in Higher Education (June 1986): 
12. 
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On the other hand, their cultural experiences on 
African American campuses prove to be less hostile and 
socially alienating, thus providing a nurturing environment 
for positive academic growth and development. It could be 
that Allen's work was warning America and her leaders that a 
failure to find a common denomination for African American 
students enrolled at predominantly European universities 
will continue to perpetuate two nations, black and white 
experiencing separateness, subtle but hostile responses and 
often separate housing facilities. 
Social alienation as experienced by African American 
students on European-American university campuses in the 
1950s and 1960s describes a totally different social setting 
as follows: 
A. Being isolated and separated from almost every 
aspect of campus life; i.e. European 
fraternities and sororities, offices in student 
government organizations, housing, dining, 
social functions, theaters, concerts, and 
employment. 
B. Receiving little or no scholastic recognition or 
honors. 
C. Making up less than eight (8%) percent of the 
student population and its African American 
faculty comprising less than five (5%) percent. 
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D. High dropout rates and low grade point averages 
often describes the academic struggle among 
students who were doggedly determined to 
demonstrate for themselves and to other African 
Americans that they were equal, capable and 
competent to compete with their fellow European 
Americans on any level. This was a tremendous 
burden for them, but, they were determined to 
complete their degrees and not disappoint the 
African American leadership nor the millions of 
other African Americans who were closely 
monitoring their matriculation and success. 
This researcher was invited by the Dr. John Day, 
Assistant Dean of Students, to visit Georgia State 
University (GSU) in Atlanta, Georgia. The purpose of the 
visit was to interview students and faculty regarding their 
impression of the schools sixteenth year of hosting "Black 
Students on Predominantly White Campuses National 
Conference". The purpose of the conference was to discuss 
issues and concerns regarding social and academic success of 
African American students on predominantly European college 
campus. (The 1994 National Conference will usher in a name 
change—"Ethnic Crossroads on College Campuses".) This 
researcher was privileged to have interviewed Susan Heil, 
student chairperson, Shawn L. Starr, Assistant Dean of 
Students, and Student Government Association President 
14 
Levoyd Carter. All were affiliated and/or students at a 
large urban European-American university in the southeast. 
The general mixed tone of the comments are as follows: 
I. African American students would enroll again at 
Georgia State University because of: 
A. its accessibility to mass transportation 
B. flexible scheduling 
C. enhanced opportunities for employment and 
internships 
D. scholarships and administrative assistance 
E. access to the commercial "downtown" district 
II. African American students would not enroll again 
at Georgia State University because of : 
A. feelings of isolation between African 
American and European-American students 
B. a lack of unity among African Americans 
primarily due to the absence of any 
structure or any on-going organizations 
through which they can interact, such as an 
African American studies department 
C. apathy among African Americans and the 
dearth of any real desire to achieve 
excellence 
D. the need for encouragement and interest from 
faculty and staff 
15 
E. faculty and staff perceived as not caring 
very much about African American students' 
success 
F. support services offered are too little and 
too late 
G. lack of orientation and distribution of 
information 
H. no organized system for giving or getting 
information about available services 
I. Lack of financial aid and information and 
assistance, including assistance for 
employment 
J. very little contact with African American 
professionals, staff, and faculty (no role 
models) 
K. European-Americans' perception of African 
American students as not putting enough 
emphasis on academics, study habits, 
responsibility, and excellence 
L. their academic performances being perceived 
as mediocre 
M. African American professors have confused 
cultural identities 
N. seventy-five (75%) percent of the African 
American student body acts politically 
disconnected 
16 
O. African American history courses are still 
taught with European-American authored books 
and by European-American professors 
P. experience of more social isolation and 
discrimination now than when their parents 
did when—segregation was legal. Their 
mothers were not on these campuses 
In summary, there seems to be a great deal of apathy, 
feelings of loneliness, powerlessness, and meaninglessness. 
Such apathy did account for the three-day protests staged by 
African American students to force the Georgia State 
University (GSU) administration to create an African 
American Department during the Summer of 1993. 
In order to demonstrate that social alienation was 
still strongly prevalent in the 1990s, this researcher 
visited several European-American universities. Thus, the 
relationship that existed between social alienation and 
levels of situational depression were examined. 
The impact of social alienation as perceived by some 
of the most gifted and talented African American students in 
the late fifties, early sixties and seventies was 
exemplified by the following studies of African American 
college students who have attended and graduated from 
predominantly European-American universities. 
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Historical Cases of Social Alienation as Experienced 
by African American Students 
In 1955 Thomas Sowell was a student at Howard 
University. Becoming a student at Harvard University had 
been a long-time goal and aspiration of Sowell. However, 
Harvard warned Sowell not to do anything rash, like guitting 
his job and withdrawing from Howard University. Initially, 
this transition was a struggle because his grades were not 
that of a normal Harvard student. In spite of that, he was 
determined to attend a "very good status guo" university. 
Columbia College officials did not accept Sowell based on 
his application and gave no regard to the fact that he was 
awaiting the results of his college board exam grade. 
Columbia suggested that he enroll in an adult extension 
program. A week later he took the college board examination 
and was accepted by Harvard and given financial aid. 
Although he was accepted, he says that his first semester 
was a nightmare. His grades were D's and F's. 
The social adjustments at Harvard were as egually 
unsuccessful as his academic adjustment. His grades at 
Harvard improved tremendously with rigorous study and focus, 
but his social life was one filled with loneliness and 
isolation. Sowell constantly experienced social alienation 
because his culture was so different from the majority 
population. Although he felt socially alienated, he wanted 
to prove that he could achieve the same status as those 
18 
European-American students who surrounded him, and he 
did.10 
In 1956 Autherine Lucy made an attempt to become a 
student at the University of Alabama. She won her court 
case to register at the University after three and a half 
years of litigation. Lucy then proceeded with hopes of 
receiving a degree. The realities of integration led her to 
experience feelings of rejection, meaningless, powerlessness 
and a sense of not belonging. Lucy was denied access to all 
school dormitories, which caused her early withdrawal from 
the University after five weeks. Her experience is one of 
the many examples of how the majority population can block 
access into the mainstream of society.11 This was an 
unsuccessful matriculation at a European-American 
university. 
In 1957 Clennon King, a teacher at the Negro Alcorn 
A & M College in Mississippi, was the second African 
American student to attempt admission to the segregated 
University of Mississippi. King was not only prevented from 
enrolling, but was denied the opportunity to matriculate. 
He was sent to a mental institution and later forced to 
leave the state. King was never heard from or seen again. 
10Thomas Sowell, Black Education: Myths and Tragedies 
(New York: Davis McKay Co., Inc., 1970), 43, 45. 
11 Joan M. Burke, Civil Rights: A Current Guide to the 
People. Organizations, and Events (New York: R. R. Bowker, 
Co., 1974),78. 
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This was another unsuccessful matriculation at an European- 
American university. 
In 1959, Clyde Kennard, an African American student, 
attempted to gain admission to Mississippi Southern 
University at Hattiesburg but was forcefully taken from an 
interview with the president of the university. Because he 
was adamant about attending Mississippi Southern in spite of 
his color, Kennard was placed in a Mississippi jail cell and 
then to a penitentiary where he remained until shortly 
before his death.12 In addition to this incident other 
African American males continue to die mysterious deaths in 
Mississippi jails. 
James Meredith's13 celebrated case at the University 
of Mississippi is similar to King and Kennard as all of 
these situations described instances as "strategies to 
survive in environments of social alienation." The 
similarities in both examples are: (1) African American 
students were attempting to gain admission to segregated 
universities, (2) social alienation existed as a significant 
part of their experience because they were African Americans 
and; (3) therefore, they felt a sense of powerlessness and 
unworthiness due to segregation. 
12James Meredith, Three Years in Mississippi 




In 1961 Medgar Evers, the first full-time Field 
Secretary for the National Association for the Advancement 
of Colored People (NAACP) in Mississippi and a NAACP 
attorney, Constance Baker Motley, were trying to help James 
Meredith break down racial barriers at the all-white 
University of Mississippi—the same institution whose law 
school had rejected Evers seven years earlier. Meredith had 
approached Evers in January 1961 when he was a sophomore at 
all-Black Jackson State. Meredith wanted to transfer to Ole 
Mississippi. Evers suggested he write to Thurgood Marshall, 
the head of the NAACP Legal Defense Fund. Meredith did so, 
explaining that he was a Mississippi native with nine years 
of military service and that he had been a staff sergeant in 
the U.S. Air Force, with twelve college courses to his 
credit. Marshall told Evers he was interested in the case, 
but wanted more information from Meredith. He did not want 
to invest the NAACP's time and money if the young man's 
academic record was not strong enough to qualify him for 
admission. 
On September 3, 1962, a federal district court 
ordered the University of Mississippi to admit James 
Meredith. Governor Ross Barnett, an ardent segregationist, 
appeared on statewide television to make his stand against 
the ruling. At the time, the governor's popularity was 
sagging; the crowd had jeered him at an Ole Miss football 
game the year before, after a scandal involving gold-plated 
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faucets in the bathrooms of the governor's mansion. Now 
Barnett intended to seize on a political issue that could 
galvanize every segregationist in the state. 
The governor began his television speech by terming 
the time at hand "a solemn hour . . . the moment of our 
greatest crisis since the War Between the States." The 
crisis, he said, resulted from "an ambitious federal 
government employing naked and arbitrary power." He 
appealed to white racial pride and fear, arguing, "There is 
no case in history where the Caucasian race has survived 
social integration. . . We must either submit to the 
unlawful dictate of the federal government or stand up like 
men and tell them, 'Never.'"14 
On Saturday, September 29, 1962, at an Ole Miss 
football game in Jackson, Governor Barnett addressed the 
crowd at halftime. The "Rebels" were leading Kentucky by a 
score of 7-0. The audience waved thousands of Confederate 
flags. "I love Mississippi," said the governor. "I love 
her people, her customs! And I love and respect her 
heritage." At each pause in his speech, the crowd chanted, 
"Never, Never, Never, Never N-o-o-o Never." "Ross's standing 
like Gibraltar. He shall never falter." "Ask us what we 
14Juan Williams, Eye on the Prize (England: Penguin 
Books, 1988), 210-220. 
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say, it's hell with Bobby K." "Never shall our emblem go, 
from Colonel Reb to Old Black Joe."15 
President John F. Kennedy had to federalize and 
activate the Mississippi National Guard, 123 deputy 
marshalls, 316 Border Patrolmen, and 100 federal prison 
guards to enroll Meredith. This incident included riots, 
deaths, and nearly another civil war. 
This extreme behavior was indicative of the times not 
only in Mississippi, but throughout the south. Segregation 
and isolation of African Americans was the law of the land 
and anyone who attempted to defy this mandate was breaking 
the law, including the President of the United States. 
The traditional practice in Mississippi had been to 
eliminate potential troublemakers before they had a chance 
to cause trouble. Furthermore, more African Americans were 
lynched for having a "bad" or wrong attitude (by Mississippi 
European-American supremacy standards), than for committing 
a particular crime. Whenever an African American questioned 
the status-quo he mysteriously disappeared. Meredith, 
however, was one of the lucky ones; not only did he question 
the status-quo, he challenged the Mississippi history of 
social alienation. 
In the summer of 1963, James Meredith graduated from 
the University of Mississippi with a bachelor's degree in 
15Ibid. 
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political science. Pinned to his gown was a "Never" 
button—turned upside down.16 
In 1962, Julian Bond, Georgia State legislator and TV 
commentator, described his feelings of social alienation 
while attending a private school outside of Philadelphia: "I 
was the only African student there. The only curriculum 
that was available or that was stressed contained courses 
pertaining to sports. My interests, however, were subjects 
pertaining to poetry, writing and short stories.17 This 
created a strong sense of social alienation in that I was 
excluded and rejected from participating in courses in 
curricula that represented power and access to courses and 
program with visibility; i.e., political science clubs and 
history clubs."18 
In 1963, Harvey Gantt became Clemson University's 
first African American student. Gantt was described as a 
smart student with a great sense of humor. Although the 
transition of his enrollment at Clemson was without violence 
(no protests, bonfires, threats), Gantt was socially 
alienated from the white students. He often ate his meals 
alone, studied alone, and was often the sole occupant of his 
dormitory room. This reiterates the two ideas that social 
16Meredith, Three Years in Mississippi. 78-79. 
17Rose Thomas and John Greenya, Black Leaders: Then and 
Now (Garrett Park, MD: Garrett Park Press, 1984), 25-26. 
18Ibid. 
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alienation exists even when laws are changed and when 
violence and riots are not in evidence.19 
Charlayne Hunter and Hamilton Holmes were considered 
perfectly cast for the role of integrating the University of 
Georgia in Athens. They were good-looking and well dressed, 
the African American look-alike crossover, ideal college 
students, models for an autumn Coca-Cola ad in a Negro 
magazine. Hunter, a slim attractive girl with striking 
hazel eyes, had finished third in her graduating class at 
Turner High School in Atlanta, had edited the school paper, 
and had been crowned Miss Turner. Holmes was the 
valedictorian at Turner that year. He had been president of 
the senior class and co-captain of the football team. Since 
Charlayne and Hamilton had been such unlikely targets for 
abuse from the start, and had eventually been joined at the 
university by several other Negro undergraduates, the 
integration of schools in Georgia, looked at from a 
distance, seemed rather peaceful. None of the stories from 
Georgia about school integration mentioned any of the 
violence that confronted these pioneers. These stories 
dealt, instead, with the peaceful integration of public 
schools in Atlanta and the admission of Negroes to Georgia 
Tech in September 1961. In each instance the integration 
process was completed without the pressure of a court case. 
19Bryan Wright, Clemson. An Informal History of the 
University. 1889-1979 (Columbia, SC: The R. L. Bryan 
Company, 1979), 161-162. 
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However, Hunter, experienced isolation and rejection in 
spite of the unprinted headlines in the Atlanta newspapers. 
She experienced a sense of powerlessness and meaninglessness 
and made the following statement. "Well, this is 
Brotherhood Week in Athens," she concluded, with 
characteristic irony, "and I'm going out to stand on the 
street corner and wait for an invitation to lunch."20 
Charlayne knew that although it was Brotherhood Week she 
would not receive an invitation to lunch. 
The eight case incidences of African American 
students attempting or enrolling into European-American 
universities cited above exemplified a common theme along 
with the impact that social alienation had on the African 
Americans who attempted to integrate segregated European- 
American universities. They were faced with feelings of 
anger, powerlessness, resentment, social isolation, stress, 
rejection, exclusion, subjection, and other abnormalities. 
Many students served jail terms and were threatened and 
lynched. Various forms of social, psychological, and 
physical abuses were experienced. When African Americans 
violated the status-quo, European-Americans often 
disapproved. Methods used were burning, castrating or 
drownings to implement examples of what might occur should 
any other African Americans consider integrating into 
2°Calvin Trillin, An Education in Georgia (Athens and 
London: The University of Georgia Press, 1964), 52-53. 
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European-American universities. These were a few of the 
conditions that African Americans suffered during those 
times. 
Additional references have been cited regarding 
social alienation of African Americans. The following 
excerpts from the Atlanta Constitution on Wednesday, April 
20, 1988 by Roger Barr reported how racial incidents sparked 
protests on European-American college campuses nationwide. 
• When a Klu Klux Klan chaplain appeared Sunday on an 
independent radio talk show broadcast to Vanderbilt 
University in Nashville, Tennessee, it created new 
waves in the racial gulf at the predominantly white 
southern school. 
• One guy, a student on campus from Vanderbilt 
University, called in an said, "I breed horses, and I 
like all of my horses to be thoroughbreds," then the 
Klansman condemned "race mixing." 
• The Black Student Alliance quickly rallied in protest 
of the racist views aired and insisted that Winbush 
appear in rebuttal. Recent protests by blacks at 
predominantly white universities have differed in 
their immediate causes, but academic observers say 
the incidents reflect increasing tensions. 
• "There is such a rawness to race relations on campus 
now," Troy Duster, a professor of sociology at the 
University of California at Berkeley, said last week. 
"A lot of black students feel besieged and 
beleaguered. They feel that their fellow students 
and professors wonder why they are there in the first 
place," he said. 
• "This typifies what goes on in many campuses," 
Winbush said Tuesday. "There's incredible 
insensitivity to the place of black students, Jewish 
students, Asian students on campus right now." 
• Provocations for protests have run the gamut from an 
assault at the University of Massachusetts to verbal 
harassment at Denison College in Ohio to a stolen 
bicycle at Berkeley. 
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• "In every single one of these instances there has 
been some local incident or an accumulating of things 
. . . the straw that broke the camel's back as it 
were," said Mary Frances Berry, a member of the U.S. 
Commission on Civil Rights and Sigal professor of 
history at the University of Pennsylvania. 
• "But if one looks generally, one sees that on these 
campuses you have the basic sort of reaction against 
the expansion of opportunity for blacks." Charles 
Willie, professor of education and urban affairs at 
Harvard University, said the protests are based on a 
sense of despair about the Reagan administration's 
degree of commitment to securing egual opportunities. 
• "When there is a belief that there are others who are 
acting on one's own behalf, there is a tendency for 
minorities to accommodate shortcomings and faults and 
abuses—minor abuses—on the basis that help is one 
the way," Willie said in a telephone interview. 
• The sense of abandonment leads to a sense of despair, 
and then there is a tendency to strike out at all 
kinds of harm, instead of accommodating. Where there 
is a sense of despair, the level of tolerance is 
certainly reduced. 
• Last week, Denison University banished two white 
students from its Granville, Ohio, campus for the 
remainder of the academic year for harassing a black 
student. The students had been found guilty of 
harassing Aaron Laramore, a black senior, by pounding 
on the wall of his dormitory room and yelling racial 
epithets. 
In other recent incidents: 
• "Earlier this month, blacks and other minority 
students at Penn State University, reacting to what 
they said were racial problems at that school, staged 
a 15-hour sit-in that was brought to an abrupt end 
when university officials asked police to remove the 
protestors. Eighty-nine students were arrested for 
trespassing. On Monday, during a meeting with 
student leaders and his top administrators, 
university president Bryce Jordan agreed to drop all 
criminal and university charges against the 
students." 
• "In Durham, North Carolina, about 300 people 
staged a protest Friday at Duke University, 
saying there were not enough black faculty 
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members and calling the prestigious school a 
"racist institution." Joseph Di Bona, an 
associate professor in the education department, 
said the shortage of black faculty members means 
that blacks at Duke lead "disembodied lives. 
Black students organized at Georgia Southeastern 
College to seek the dismissal of a professor who 
allegedly called a student a "black bitch." The 
professor said the student had accused him of 
being a racist when he refused to let her 
withdraw with a passing grade instead of a 
failing grade. 
"Eight black students at Berkeley were arrested 
for trespassing on April 7th following an all¬ 
day sit-in at the campus housing office by about 
50 members of the African Students Association 
(ASA). The protest was spurred by one 
freshman's complaint that three white students 
damaged her bicycle and that she had been the 
object of slurs and jokes. "This protest is the 
culmination of a lot of different things that 
have gone unresolved at the university," ASA 
President Michael Stoll said. 
Black students and feminists protested at the 
University of Pennsylvania after an all-white 
fraternity staged a pornographic show featuring 
two black strippers. On March 4, the university 
ordered Zeta Beta Tau house closed for at least 
1\ years. 
In February, minority students took over a 
building at the University of Massachusetts 
campus in Amherst after two black students were 
beaten by five whites. Two of the whites 
dropped out of school before disciplinary 
hearings were held, and two others were put on 
disciplinary probation. On Sunday, Secretary of 
Education William Bennett said the school was 
too lenient and should have arrested the 
protesters; school chancellor Joseph Duffey 
lashed back on Monday, saying, "Students here 
were treated with respect but also firmness." 
Forty black, Hispanic and other minority 
students occupied a dormitory office at 
Hampshire College in Amherst, Massachusetts, for 
nine days ending March 2. The students won a 16- 
point agreement, which included the appointment 
of a dean of multicultural affairs and an 
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adviser for the student group that occupied the 
dorm office. 
• Minority students at Dartmouth College in Hanover, 
New Hampshire, organized several rallies and a 
boycott of downtown stores that advertise in The 
Dartmouth Review after the conservative, off-campus 
weekly renewed its attacks on the competence of 
William Cole, a black professor of music. A college 
disciplinary board last month suspended three Review 
staffers and put a fourth on probation after they 
confronted Cole in his classroom. In a March 28 
speech, Dartmouth President James Freedman said the 
Review is "poisoning the intellectual environment of 
our campus." "We've got to do a lot more to 
sensitize majority populations about the needs of 
minority students," said Tom Goodale, vice chancellor 
for student affairs at the University of Denver and 
president of the National Association of Student 
Personnel Administrators. Goodale said one 
underlying issue in recent protests is access to 
higher education. Though the latest federal budget 
provides for increased aid, "the rules are more 
cumbersome," he said in a telephone interview. "The 
other issue is continuing racism, whether that is in 
the form of language or violence. The country, for 
whatever reason, is in a conservative mood. Racial 
slurs, the predominant problem of poverty, have 
brought those issues to the forefront again." 
This 1988 article discusses and describes the 
existence of social alienation on European-American campuses 
nationwide. The headlines of the newspapers from around the 
world in the fifties and sixties were almost identical to 
those of the eighties and nineties as they describe the 
relationship of African Americans when they attempted to 
integrate European-American colleges. According to the 
article, no particular region of the country was spared the 
African American experience of social alienation. Social 
alienation was experienced by African Americans from the Ivy 
League colleges of the northeast to state and private 
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institutions in the southeast and west. Social alienation 
was manifested, witnessed and experienced in various forms: 
assault, verbal abuse, imprisonment, blockage from 
membership in fraternities and sororities, and poor grades. 
These conditions left many of the students feeling 
abandoned, besieged, beleaguered, desperate, fearful and 
lonely. 
Finally, the problems of social alienation were also 
present at a predominantly European-American, southern 1862 
land grant university and were identified by a research 
study conducted by and under the leadership of the Marketing 
Department of that university. The study implied that the 
social alienation of African American college students at 
other universities was consistent with that described in the 
historical and professional literature cited earlier. The 
study further elaborated that "African American students who 
are actively involved and have established good relations 
with faculty, staff, and other students, developed a 
positive attitude toward themselves and toward their 
university experience." Finally, it was discovered that the 
main reasons for the higher dropout rate at this southern 
university, as cited by former African American students, 
was related to (1) social, and (2) cultural aspects of the 
campus environment."21 
21Jacquetta McClung, Gerald Waddle and Carmen Harris, A 
Study to Identify Factors that Contribute to Black Student 
Withdrawal at Clemson University, Report of Research (South 
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Purpose of the Study 
The specific purpose of this study was to examine the 
perceived effects of social alienation on African American 
college students enrolled at a predominantly European- 
American southern university. The professional literature 
attests that these students, in addition to experiencing 
social alienation, also may suffer from stress and anxiety. 
Their stressful academic experiences and social 
relationships were not conducive for a normal college 
student's life. Such negative experiences can be 
devastating, may result in feelings of powerlessness, anger, 
subjection, resentment and exclusion. Poor academic 
performance and dropout often occur. 
Other studies suggested that African American 
students have been studied extensively. However, these 
studies have not assisted pupil personnel educators and 
counselors in understanding the African American's social 
alienation experience on predominantly European-American 
campuses. Many of these studies looked at African American 
students as merely victims of a system without looking at 
ways in which to use the strengths of the cultural 
backgrounds of the students to work against the problems of 
the higher education system. In many instances, the victims 
were blamed for their plights as though they were deficient 
Carolina: South Carolina Commission on Higher Education, 
August, 1988). 
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individuals. This situation may have existed because there 
was not a framework with which to examine the cultural 
backgrounds of the students from which implications for 
educational support services could be developed. 
This researcher chose to explore these support 
service issues and, hopefully, draw attention to those in 
professional positions who are able to positively influence 
these concerns. It was believed that the following seven 
(7) research questions would adequately address the issue of 
social alienation and direct this research toward quality 
examination of this student population. Seven research 
questions were explored and four (4) survey instruments were 
utilized in this research and will be discussed in Chapter 
Three. 
1. What are the statistical PRIDE scores for African 
American subjects with less than 2.0 grade point averages? 
2. What is the relationship between high college GPA 
scores and low self-esteem? 
3. What is the relationship between college GPA 
scores subjects and high self-esteem? 
4. Is there a relationship between a low PRIDE score 
and degrees of situational depression? 
5. Is there a relationship between high level PRIDE 
scores and perceptions of social alienation? 
6. Which perceived university experiences contributed 
to the most profound feelings of social alienation? 
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7. Is social alienation more devastating for males 
than for female college students? 
It was believed that these questions adequately 
addressed social alienation issues raised in this study. 
Statement of the Problem 
The Kerner report,22 issued in 1972, stated that 
this nation was moving toward two unequal societies, one 
Black, one White. Ten years later a major investigation 
confirmed the accuracy of the report. Robert Blauner,23 in 
his book Racial Oppression in America, states: 
Despite the Kerner Report, it is still 
difficult for most whites to accept the 
unpleasant fact that America remains a racist 
society. Such an awareness is further 
obscured by the fact that more sophisticated, 
subtle, and indirect forms, which might better 
be termed social alienation, tend to replace 
the traditional, open forms that were most 
highly elaborated in the Old South. The 
centrality of racism is manifest in two key 
characteristics of our social structure. 
First, the division based upon color is the 
single most important split within the 
society, the body politic and the national 
psyche. Second, various processes and 
practices of exclusion, rejection, and 
subjection based on color are built into the 
major public institutions, especially colleges 
and universities. 
These reports indicated a potentially serious problem 
for African American college students seeking to matriculate 
at predominantly European-American southern universities. 
22Robert Blauner, Racial Oppression in America (New 
York: Harper and Row, 1972), 252-254. 
23Ibid. 
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More information regarding the effects of social alienation 
is needed. In addition, characteristics of behaviors 
associated with social alienation need to be examined to 
investigate potential relationships between GPA, depression, 
dropout, and self-concept.24 
The Need for the Study 
Social alienation experienced by most African 
American college students in predominantly European-American 
university settings has negatively effected high percentages 
of college or university dropout rates, low GPA, low self¬ 
esteem and very confused self-concept in comparison to 
European-American students. In this regard, this study was 
overdue. 
Earlier reports supported the idea that often some of 
our best and brightest college students had to make many 
adjustments because of social alienation. This adjustment 
was so devastating that it destroyed their college career or 
at least rendered them confused and not wanting to do 
further study. 
Therefore, the findings of this study should be of 
general interest to professionals in admissions offices, 
pupil personnel, counseling centers, and educational 
psychology. The results of this study can be of special 
interest to the college students themselves. Institutions 
24Ibid. 
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of higher education which are committed to affirmative 
action can also benefit from the results of this study. 
Social alienation plays a significant role in 
adjustment to college as evidenced in the research of 
Augustine Pounds.25 Victims of social alienation are found 
to be generally less effective socially, have fewer friends, 
feel lonelier, and participate less in extracurricular 
activities. They are less likely to be satisfied with 
dormitory life, are less likely to live on campus, to pledge 
fraternities and sororities. They are also less likely to 
have personal contacts with others on campus or to become 
integrated into the social systems within the institution. 
Not to feel socially alienated means to feel comfortable 
with oneself, free to be honest, free to express who one is 
without the pressure of "acting White" or acting upper 
class, with the choice to participate in activities which 
reflect one's cultural characteristics and needs.26 A 
project report in 1971 by the Southern Regional Education 
Board in Atlanta stated: "Steps need to be taken by the 
university to make minority students feel accepted on 
25Augustine W. Pounds, "Black Students Needs on 
Predominantly White Campuses," in Responding to the Needs of 
Today's Minority Students, ed. D. Wright (San Francisco: 
Jossey-Bass, 1987), 33. 
26Ibid. 
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campus, for success in academics is highly influenced by the 
quality of campus life."27 
Social estrangement has been defined as a feeling of 
loneliness, and social alienation as the lack of perception 
fit within an environment that is in some ways alien. Social 
alienation experienced by African Americans at predominantly 
European-American institutions of learning is expressed and 
perceived in the quality of relationships between the 
African American and European-American population of 
students, teachers, counselors, advisors, and staff at the 
institution. In a 1983 study it was found that "few 
minority students indicated they would seek guidance from 
white professionals."28 A lack of diversity in the staff, 
social activities and academic organizations in a 
predominantly European-American institution concerns all 
minority groups and produces special anxieties in them that 
can affect their communication, language and cultural 
realism. 
There is an urgent need to reduce and eliminate 
levels of stress and pressure by organizing culturally 
supportive environments a predominantly European-American 
27Southern Regional Education Board, The Black Student 
on Campus. A Project Report (Atlanta, Georgia: Southern 
Regional Education Board, October, 1971), 42. 
28Leon F. Burrell and Toni B. Trombley, "Academic 
Advising with Minority Students on Predominantly White 
Campuses," Journal of College Student Personnel (Virginia: 
Personnel and Guidance Association, March, 1983), 117-121. 
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college campuses. A factor to consider is whether there is 
a need at the institution for new social facilities, 
academic organizations, and businesses that specifically 
nurture African American interests. Complementary to this, 
the institution in guestion could survey whether the local 
community offers any cultural outlets to ethnic minorities. 
The lack of racial diversity in the local community will 
often compound feelings of anxiety and loneliness among the 
students, undermining African Americans, possibilities for 
academic success. 
It is also a necessary component in the attempt to 
reduce social alienation towards African Americans to assess 
the prevailing attitudes on the campus and in the local 
community. This can be accomplished through candid and 
anonymous interviews with faculty, staff, European-American 
students and local residents. The goal would be to bring to 
the university's attention and awareness the level of 
discourtesies that might exist among racial groups on their 
campuses. Research shows that these steps are needed to 
reduce the added stress of social alienation that is 
compounded by the normal difficulties associated with the 
struggle for recognition. 
Hoi K. Suen,29 in his study relating social 
alienation and attrition of African American college 
29Hoi K. Suen, "Alienation and Attrition of Black 
College Students on a Predominantly White Campus," Journal 
of College Student Personnel (March 1983): 117-121. 
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students on a predominantly white campus, found that 
"African Americans and Asians in their fourth years on 
campus, the persisters, feel less satisfied and more 
socially alienated than do the African American and Asian 
students who left the university." Suen added, "results of 
this study suggest that programs designed to reduce overall 
alienation should focus on the reduction of social 
estrangement." It is strongly suggested that campus 
administrators demonstrate their concerns for the academic 
success of their students by creating student services and 
soliciting outside speakers. Peer counseling and group 
activities such as fashion shows, bake sales, fund raising, 
cultural concerts, African American students' film 
festivals, and sensitivity sessions, might be a few more 
ways to address concerns for the students' academic success. 
Authoritative African American controversial and scholarly 
national speakers on social alienation including such 
speakers as Asa Hilliard, Maulana Karenga, Louis Farrakhan, 
Naim Akbar, Drs. Julia and Nathan Hare, Dr. Wade Nobles, and 
Dr. John Clarke. 
In summary, African American students desired 
programs and curricula that explored the diverse cultural 
and ethnic realms of integration. It was because of such 
activities that many African American students were 
motivated to succeed and reduced the strain of their being 
social alienated. 
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Definition of Terms 
The following definitions are specific to (1) the 
research examined in this dissertation, (2) courses, 
classroom discussions and curricula materials acquired while 
studying for this writer's terminal degree, and (3) cultural 
and ethnic outside reading assignments. These readings 
included The Community of Self by Dr. Naim Akbar; The Bible 
and Race by T. Maston; Kwanzaa by Dr. Maulana Karenga; 
African Psychology by Dr. Wade Noble; and Understanding 
Afro-centric World View by Dr. Linda Jaynes Myers. 
Alienation: A multidimensional concept consisting of 
three (3) components: powerlessness, meaninglessness, and 
social isolation.30 
Anomic: Refers to a state of disregulation in which 
mutually agreed-upon social norms are no longer effective in 
controlling man's actions; as reflected in the generation 
gap, in troubled race relations, in the conflict between the 
"haves" and "have-nots", and in the disharmony inherent in 
many people's relations to the broader society. 
Dropout/Failing to Graduate: Withdrawing from 
college or being forced out of college before receiving a 
degree. 
Matriculate : To meet the requirements to enroll in 
college. 
3°Harold J. Burbach and Myron A. Thompson, III, "Note 
on Alienation, Race and College Attribution," Psychological 
Reports (June 12, 1973): 273-274. 
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Meaninglessness : Void of importance and significance 
on issues regarding one's present environment on a college 
campus. Conflict of norms, defined as the conflict 
experienced by individuals who internalize contradictory 
norms, i.e., the contemporary conflict between cooperative 
versus competitive directives.31 
Power : The ability to influence or define reality in 
a manner that dictates, governs, or directs the behavior, 
attitude and/or politics of a people, community, college, 
country, or world; the ability to establish definitions 
which are used by others as though they were their own. 
Powerlessness : A state of mind or feeling of lack of 
control over the day-to-day events in life; a feeling of 
being used and manipulated by others for purposes other than 
one's own. 
Social Alienation: The social experience of 
significant levels of meaninglessness and powerlessness due 
to a lack of or quality participation in/exclusion, 
discrimination, rejection and subjection from all social 
activities and organization where political economic and 
social clout is evident; i.e., major white fraternities and 
sororities, or student government associations. Social 
alienation may also include feelings of separation from the 
group or of isolation from group standards; loss of social 
31Ibid. 
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values due to being defined and controlled by the majority 
population's social agendas. 
Social Isolation: Exclusion from roles, positions, 
authority, power, and control which directs the curriculum 
and cultural environment on a college campus. 
Socioeconomic Status: The level of income of the 
family. 
Organization of the Study 
This study was organized into five chapters. Chapter 
One provides the statement of the problem and discusses the 
need and purpose of the study. The research questions and 
definition of terms are discussed in the latter part of the 
first chapter. Chapter Two includes a comprehensive review 
and summary of relevant literature. Chapter Three is 
devoted to the design and methodology of the study. Chapter 
Four presents the results and analysis of the study outcome. 
The concluding chapter, Chapter Five, includes a summary of 
major conclusions, implications and recommendations drawn 
from the results of the study. 
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CHAPTER TWO 
REVIEW OF LITERATURE 
The purpose of the literature chapter is to analyze 
relevant literature that describes concepts and theories 
related to the effects of social alienation as they relate 
to experiences of African American college students enrolled 
at predominantly White southern educational institutions. 
The literature was reviewed and analyzed in four major 
areas: The first area involves the literature that relates 
to theory, concepts, and the historical background of social 
alienation. The second area incites the literature that 
related to the historical background of African American 
ethnicity. The third area involves the literature that 
described studies and historical background of social 
alienation of African Americans. The fourth section 
discusses the literature that related to the academic 
experiences of African Americans. It emphasizes the 
relationships of social alienation and African American 
ethnicity to academic matriculation on a predominantly White 
educational institution. The fifth area summarizes the 
review of relevant theory and concepts of this literature. 
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Studies f Theories. and Concepts of Social Alienation 
Social alienation is apparent for many African 
American students on predominantly European-American 
campuses today.1 Wilkerson2 wrote in his article, "On the 
campuses of the nations predominantly Euroopean-American 
universities where racial unrest has risen dramatically in 
recent years, African American students say they feel 
increasingly like outsiders, isolated and unwelcome."3 
Charles Taylor stated that African American students merely 
wanted to be accepted by Whites . . . and the few African 
American students today who still feel the way African 
American students felt in 1969 . . . coincidentally, are the 
African American students who are alienated, depressed, 
ignored, and angry."4 Taylor believed that the majority of 
African American students who wished to be accepted did not 
have a clear understanding of themselves. It seems, 
however, that African American students who experienced 
alienation to a lesser degree were those who interacted more 
often and developed more intimate relationships with others 
within the academic environment. 
3C. Wilkerson, "Social Unrest," New York Times. 8 March 
1988, 6. 
2Ibid., 36. 
3A. Siggelkov, "Racism in Higher Education: A Permanent 
Condition?" Journal of College Student Development 81 
(January 1991): 125-127. 
“Charles A. Taylor, "A Report of Isolation," Journal of 
College Student Personnel 12 (January 1986): 30. 
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Steward5 reiterates this point and states "Those who 
experienced alienation are those who did not interact with 
other students or did not develop intimate relationships 
with others in the academic environment." Forty-six (46) 
African American students agreed to be participants in 
Steward's study to measure alienation at a predominantly 
white university. The participants took home their survey 
packet which contained the Student Demographic Questionnaire 
(SDQ), the Fundamental Interpersonal Relations Orientation- 
Behavior Scale (FIRO-B), and the University Alienation Scale 
(UAS). The SDQ consisted of questions involving the 
participants' personal and academic backgrounds. The FIRO-B 
consisted of behavioral dimensions: (a) inclusion—the 
degree to which a person associates with others, (b) 
control—the extent to which a person assumes 
responsibility, and (c) affection—the degree to which a 
person becomes emotionally involved with others. The UAS 
measures components of alienation. 
Steward's study found that African American students 
interacted differently on a predominantly White campus than 
on all-African American campuses. Successful African 
American students (1) tended to express the want to be 
included more so when in an all-European-American campus 
situation than when in an all-African American campus 
5Steward, Jackson, and Jackson, "Alienation and 
Interactional Styles in a Predominantly White Environment: A 
Study of Successful Black Students," 509-515. 
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situation. They also tended to express and want affection 
more so when in an all-White campus situation than in an 
all-African American. 
The study also showed that "successful African 
American students that "fit in" academically, remain "alien" 
interpersonally.6 Steward further wrote, "researchers 
found that successful African American students change 
interaction styles to accommodate either predominantly White 
or predominantly African American campus situations."7 
They also said that "wanting affection from Whites 
contributed significantly to alienation."8 
Researchers did not base their findings on cultural 
African Americans within the United States exclusively. 
Some ventured as far as Africa in an effort to "trace the 
roots" of powerlessness and alienation. McCullock, in his 
studies and research of theories of African American 
behavior believes that Ethno psychiatry and Négritude fail 
to explain the lack of achievement of African cultures 
because both studies disregard the specific historical 
context. McCullock finds that Fanon claims Africans are a 
backward culture because of a predominance of Occidental 
values in their culture. "Colonialism does not bring about 





progressively more closed, and leads to the zapping of the 
individuals vitality and capacity for invention." McCullock 
found that Fanon believed that the "African's inferiority is 
. . . a reactional phenomenon . . . and a response to a 
traumatizing experience. A "colonized" or powerless 
personality characterized by a profound sensitivity; one can 
imagine the daily violent confrontations, between the 
natives and the colonial system to inflict psychic injuries 
that lead to the erosion of self-respect in the powerless 
individual. Fanon believed individuals can become mentally 
ill when they are powerless. Research supported that 
colonialism caused organic confusion and was debilitating in 
terms of the mentality to which it gives birth because it 
created an almost mechanical reaction of detachment and 
mistrust, even of the things that were positive and 
profitable to the individual. 
The following statement demonstrates that avoidance 
produces social alienation with universal negative 
consequences to the majority group, reflecting their 
behavior. An example of social alienation and its negative 
consequences was illustrated in Fanon's research of 
colonized Algerian women. The relevance to this study was 
that Fanon found, in his research of these Algerians 
colonized by the French, that the Algerian women retreated 
into their homes, and that they avoided all social contact 
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with the imposed French culture. This resulted in 
infantilization and inhibitions as negative aspects. 
Steward's9 research showed African Americans to be 
more socially alienated than Whites in the powerlessness and 
normlessness sense. Their research suggests that African 
Americans experience a greater sense of purposelessness (the 
loss of socialized values and the absence of values that 
might give purpose to life) and more of a feeling of being 
confronted with contradictory normative patterns than their 
White counterparts. The racial differences that were found 
on powerlessness and normlessness indicate the importance of 
these concepts in understanding racial problems in our 
society. When the concepts were made relevant to the 
university, differences were found in entering freshmen.10 
Historical and Social Background of 
African American Ethnicity 
McCullock11 emphasized that cultural backgrounds of 
alienation were phenomenal with the findings of African 
American college students on predominantly European-American 
campuses. Social alienation had become part of the daily 
9Ibid. 
10B. Beckman, "Strangers in a Strange Land. The 
Experience of African Americans on White Campuses," as cited 
in Educational Records by James McCullock (New York, NY: 
Jossey-Bass, Inc., 1988), 28-36. 
“Jock McCullock, "Black Soul, White Artifact," Fanon's 
Clinical Psychology and Social Theory (New York, NY: 
Cambridge University Press, 1983), 118-135. 
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routine of many individuals. It was further reinforced in 
schools where control takes precedence over education. 
Minorities were typically, and often, placed in classes, 
such as tracking and bilingual classes, where rigidity and 
conformity were stressed. Teachers seemed uncaring or were 
unprepared to handle the marginal student. This environment 
could influence a minority student to drop out. While the 
student was blamed for this on a personal, cultural and 
environmental basis, the school took no responsibility for 
the process, minority students and their families were 
caught in a cycle in which they were blamed for their 
dilemma but were not given options to change the cycle. 
School work became meaningless and did not break the cycle 
of economic and political alienation. This resulted in many 
dropouts, who became further alienated and then turned to 
anti-social behavior as a means of survival. 
Attempts of minorities to take advantage of education 
were frustrated by racial segregation. European-American 
educational institutional structures were reinforced by a 
culture that legitimized the background of White students 
(i.e., the White majority) but not those of minority 
students. This presented a problem for minorities which was 
further exacerbated by teachers who had negative 
expectations of these students. 
The high risk nature of adolescents can be seen in 
the relationship between suggested deviant adolescent 
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behaviors and social alienation. Low achievers, low 
involvement status and low level learning are three high 
risk categories. Some causes of adolescent social 
alienation are family life, organization of society, 
schools, and media.12 Integration, assimilation, meaning 
and enfranchisement are four remedies for the issues of 
social alienation: isolation, meaninglessness and 
purposelessness. 
In the past, assimilation of African Americans into 
society was achieved by encouraging them to work with adults 
and children in hospitals and other social institutions. 
These methods helped them develop a long term sense of 
meaning and accomplishment. Through enfranchisement 
adolescents could be given a voice in the decision making 
process not just pertaining to school but in other social 
matters consistent with those of teachers, parents, senior 
citizens and legislators. Reforms that have been carried 
out to reduce social alienation among adolescents include 
appropriate minority representation on any committee that 
reviews policies, rules, regulations, etc.; alters teacher 
attitudes, that creates a sense of fairness and justice by 
offering all students equal opportunity.13 
12John P. Clark, "Measuring Alienation with a Social 
System," American Social. Rev. 26 (December 1969): 849-852. 
13Russell Middleton, "Alienation, Race and Education," 
Pacific Review (December 1973): 973-977. 
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In his empirical assessment, Burbach14 related 
alienation to learning, socioeconomic status, etc. A review 
of twenty-four (24) studies indicated that there are 
fourteen (14) different measures of alienation.15 Although 
there is no consensus on the measurement of alienation, 
there is evidence to strongly support its existence. 
Burbach took the relationship further. In his study to 
determine if alienation was a factor in determining which 
college students persisted, it was revealed that there were 
no significant differences between persisters and 
nonpersisters across racial groups on the Dean Alienation 
Scales."16 This Scale is a measurement of noted feelings 
of alienation to society as a whole. 
Baker17 found that attrition research determined 
some measure of relationship between social propensity and 
the students' academic and social adjustment to college 
life. Discontinuers were found to participate to a lesser 
degree in extracurricular activities, and were less likely 
14Burbach and Thompson, "Note on Alienation, Race and 
College Attribution," 273-274. 
15James D. Jackson, "Alienation and Interactional 
Styles in a Predominantly White University," Journal of 
College Students (February 1983): 509-515. 
16H. J. Burbach, "The Development of a Contextual 
Measure of Alienation," Pacific Coast Review 15 (April 
1972): 225-234. 
17Robert W. Baker and Siryk Buhday, "Social Propensity 
and College Adjustment," Journal of College Students 
Development (July 1983): 37-39. 
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to have personal contacts with others on campus or become 
integrated into the social system of the institution.18 
Steward19 found that the environment on many 
campuses in the late eighties made African American students 
feel like strangers in a strange land. The results of his 
study of successful African American students suggested that 
even those students who fit in academically remained "alien" 
interpersonally. It seemed to him that African American 
students on predominantly White campuses acknowledged the 
value of remaining a "stranger" or socially isolating 
themselves to protect themselves from events that were 
perceived to contribute to their academic demise. 
High school and college students interviewed by this 
researcher at his place of employment agreed that social 
alienation pervades not only the "schooling environment" but 
also was noticeable in everyday functions and activities. 
Fortunately, studies have been done on ways to reduce 
alienation stemming from these strong perceptions. 
18M. J. Aiken, "Organizational Alienation," American 
Social Review (April 1966): 497-507. 
19Steward, Jackson, and Jackson, "Alienation and 
Interactional Styles in a Predominantly White Environment: A 
Study of Successful Black Students," 509-515. 
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One such study was conducted by Gordon20 who based 
his synopsis of multiculturality (the act of developing many 
educational teaching formats for a variety of ethnic groups) 
in the school's curriculum on studies reviewed by a 
developmental committee in New York State (NYS).21 The 
committee acknowledged that the conceptions of effective 
teaching and learning are changing in America, especially in 
the humanities and the social sciences. They are beginning 
to realize that understanding and the ability to appreciate 
things from more than one perspective may be as important as 
is factual knowledge among the goals of education. The 
course structure of Social Studies, they recommended, should 
draw and build on the experience and knowledge that students 
bring to the classroom, so as to represent diversity and 
unity within and across groups. 
Studies and Historical Background of Social 
Alienation on African American Ethnicity 
The fact that African American students and European- 
American students are different has been a topic addressed 
by many authors. There continues to be a need to improve 
education in general in our nation's schools. Timely 
2°Edmund Gordon and Francis Roberts, "One Nation, Many 
People: A Declaration of Cultural Interdependence," The 
Report of the NYS Social Studies Review and Development 
Committee (June 1991): 41-46. 
21Debra King Johnson, Longitudinal Studies of Black 
Students at Clemson University (Clemson, SC: Clemson 
University, 1992). 
53 
questions are being appropriately asked: As concern for the 
education of minorities continues, what is the task and role 
of African American students? What is the task and role of 
psychologists, educators, practitioners and parents? 
Various factors were reported22 as contributors to 
the performance of African American students. These 
influences include: (1) poor cognitive and reasoning skills; 
(2) language difficulties (meaning that the language of the 
tasks and tests that students perform in school differ from 
that of the student and that African American nonstandard 
English dialect seriously impairs the performance of lower- 
class African Americans in public schools); (3) teacher 
expectations that do not encourage the students to achieve; 
(4) depression and low self-esteem; (5) family influences 
(meaning that if family members have low or unambitious 
aspirations they may pass them onto their children); (6) 
poor family support (meaning that there may not be 
consistency in structure and aid for the student); (7) no 
family support in the form of goals and expectations to pass 
on to the next generation; (8) attitudes of the students and 
poor self-concepts; (9) socioeconomic differences and lack 
of economic advantages; (10) discrimination or differential 
treatment based upon ethnicity; (11) adverse treatment that 
minority groups have received from majority groups; (12) 
“Steward, Jackson, and Jackson, "Alienation and 
Interactional Styles in a Predominantly White Environment: A 
Study of Successful Black Students," 509-515. 
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motivation, lack of desire and enthusiasm, learned 
helplessness; (13) unequal education (meaning the lack of 
opportunity that may lead to underpreparation and/or lack of 
preparation; (14) being subjected to certain adverse 
genetic, prenatal, perinatal, postnatal, or environmental 
conditions that are known to cause defects or are highly 
correlated with the appearance of later abnormalities; (15) 
dropping out of school; and (16) homelessness.23 
The factors listed above have contributed to the 
hindrances to African American students' successful academic 
performance. It would be wise to attempt to view the 
stressors as contributors to the plight of African American 
students. These students viewed are the products of many 
issues in life that affect their development. 
Torrance24 developed an approach called the Creative 
Positive Strategy which served as a way to identify the 
strengths of culturally different students in order to 
facilitate their learning and to promote their success in 
careers. He stated that the differences African American 
students exhibit are not necessarily deficits and that many 
of these differences may actually be good as far as their 
23Ewald B. Nyquist, Racial and Social Class Isolation 
(New York, NY: New York State Education Department, 1968), 
129-131. 
24James Torrance, "Creative Positive Strategy," Journal 
of College Student Development (March 1976): 18. 
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contributions to the arts, humanities, sciences, education, 
literature, and music. 
The following list of characteristics, according to 
Torrance,25 occur to a high degree among culturally 
different students: 
a. Ability to express feelings and emotions; 
b. Ability to improvise with commonplace materials 
and objects; 
c. Articulateness in role playing, sociodrama, and 
story telling; 
d. Enjoyment of ability in visual arts—drawing, 
painting, sculpture, etc.; 
e. Enjoyment of and ability in creative movement, 
dance, dramatics, etc.; 
f. Enjoyment of and ability in music, rhythm, etc.; 
g. Expressive speech; 
h. Fluency and flexibility in figurai media; 
i. Enjoyment of and ability in group activities, 
problem-solving, etc.; 
j. Responsiveness to the concrete; 
k. Responsiveness to the kinesthetic; 
l. Expressions of gestures, "body language", etc. and 
ability to interpret "body language"; 
m. Humor ; 
n. Richness in imagery in informal language; 
o. Originality in ideas in problem-solving; 




q. Emotional responsiveness; 
r. Quickness of warm up. 
If these "creative positives", as Torrance calls 
them, are indeed indicative of some of the characteristics 
of African American students, what information does it 
suggest? Torrance stated that students need to be provided 
with learning experiences in which they can manifest their 
strengths. He expounded upon his position by remarking that 
this idea is one which is possible to implement, but the 
work must be done by people who seek to ensure that an equal 
chance for success is given to disadvantaged and culturally 
different students. This set of "creative positives" may 
form a basis for different ways to view the performance of 
at-risk, disadvantaged, minority students. This is 
important as we seek ways to guard against school failure in 
African American students. The focus needs to be on African 
American students7 positives and not their negatives. We 
need to provide student affairs practitioners with this 
knowledge and the necessary methods to develop 
comprehensive, effective services and programs that will 
enhance recruitment and retention of ethnic minority 
students. 
Various contributors highlight and accurately 
describe the ethnocentric bias (having race or color as 
central, and pertinent interest), and cultural encapsulation 
(enveloped in one culture) inherent in traditional theories 
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of student development. Rarely do these theories account 
for the influence of culture, particularly minority status 
culture on students development. Wright says it well: 
"Most current student development theories presume that 
growth occurs within a living/learning environment."26 
This sense of ethnic ambivalence and marginality can 
cause extensive acculturative stress in some minority 
students. The critical issue here is one of trust, for many 
African Americans arrive at college with a historical 
experience of mistrust or uncertainty about Whites. African 
American students, in order to succeed on predominantly 
white campuses, must first learn to trust their White peers, 
their White teaching faculty, and their White student 
affairs staff. Faculty and staff, in turn, must become 
aware of the environmental factors that inhibit development 
and make the necessary changes to better support African 
American students' development.27 African American 
students must also learn to understand the campus political 
process and become involved. They also need to recognize 
the value of successful networks and their role in college 
success. Additionally, they will also need to strengthen 
their networks and their self-identity as African American 
26D. Wright, ed., "Responding to the Needs of Today's 
Minority Students," Journal of College Student Development 
(1987): 40. 
27Garcia Quevedo, ed. , "From the Field," Journal of 
Student Development (January 1989): 32-33. 
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persons. A campus that recognizes the importance of the 
above-mentioned values will provide the African American 
students with an environment that makes them feel welcome. 
Graham28 conducted a study to determine how well 
African American students cope with a predominantly White 
environment. The study took into account whether a student 
was previously in a mainly African American, integrated, or 
mainly White ethnic composition. It was determined that a 
positive relationship existed between the amount of prior 
interracial experience and the effectiveness of adjustment. 
Racial identity has been defined as a sense of group 
or collective identity based on one's perception that he or 
she shares a common racial heritage with a particular racial 
group. Taub and McEwen's29 research highlights the 
correlation between racial identity attitudes and psycho 
social development among African American and White women. 
This study identified that while these two phenomena were 
found to be separate processes for African American 
undergraduate women, they were found to be two similar 
processes for White undergraduate women. 
28Calvin Graham et. al., "Prior Interracial 
Experience," Journal of Personality (May 1985): 1146-1154. 
29Debra Taub and Marylu McEwen, "The Relationship of 
Racial Identity Attitudes," Journal of Psychology (15 March 
1980): 15. 
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Taub and McEwen30 randomly selected 320 African 
American and European-American undergraduate women living on 
campus. Volunteer participants were also solicited to 
counter the residential bias of the random sample. African 
American Racial Identity Attitude Scale (RIAS-B) and White 
Racial Identity Attitude Scale (WRIAS) were the two 
instruments used to measure the racial identity attitudes. 
Among African American women, high scores on the RIAS-B 
scales were significantly associated with low scores on 
psychosocial development scales and vice versa. Nine 
correlations were found (all negative) between RIAS-B and 
psycho social development. Five significant correlations 
(two negative) were found between psychosocial development 
scales and the WRIAS scales. The nine correlations of the 
African American students showed that high achievement 
counter attitudes were related to low scores on academic 
autonomy and vice versa. 
African American women, therefore, may experience 
developmental pulls in different directions by their 
psychosocial development of autonomy on one hand and racial 
identity on the other. Also, since the environment of 
predominantly European-American universities is frequently 
counterproductive to the development of African American 
students, it appears that racial identity development and 
psychosocial development may not occur simultaneously for 
3°Ibid. 
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most African American women students at predominantly 
European-American colleges and universities; thus, 
psychosocial development of African American students is 
delayed because of their preoccupation with intellectual 
survival and the development of their group identity as 
African American persons in this particular society.31 
Historically, African Americans have had to accept 
the European sociocultural consciousness to be able to 
function. African Americans' psychologists argue that this 
consciousness is unnatural for the African American because 
it is anti-African and a potent psychological force that has 
distorted and almost destroyed the psychological 
adaptiveness of African people.32 Other researchers claim 
this social alienating force is the cause for most of 
today's African American people's behavior to be far from 
normal or healthy . . . "One out of every 20 to 25 urban 
African Americans is likely to encounter one of the 
traditional western treatment correctional institutions each 
year . . ."33 
It is time to focus our attention on the diversity of 
voices and of knowledge in our nation. It is time for the 
curriculum and the school environment to encourage learners 
31Ibid. 
32Davis Pope, "The Influence of White Racial Identity 
Attitudes," Journal of Psychology (1986): 388-394. 
33Edmund Gordon, "Protection of Ethnicity," Review 
Committee (1991): 98. 
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to respect each other's differences and to deal with 
multiple perspectives. 
Some researchers argue that a strong sense of one's 
ethnicity can be dangerous since it divides a society into 
ethnic and racial groups. The specific fears with regards 
to ethnicity are that its acknowledgement may promote more 
separatism and that it will heighten the existing tensions 
between groups.34 
Academic Success of African Americans 
Several authors studied and researched different 
hypotheses for academic success. Examples of three studies 
follow. 
Reginald Clark35 wrote about Anthony Hayes, a high 
achieving student in a low income matriarchal led household. 
Clark states that like most of the other successful students 
surveyed, Anthony identifies most closely with his gender 
(manhood) and his racial (African American) statuses. His 
older brother was an important role model for him, as he 
used his brother's accomplishments as a yardstick with which 
to measure his own. Anthony also was described as to 
interacting with others in a cooperative manner, was a 
34Joseph A. Baldwin, "African Self-Consciousness and 
the Mental Health of African Americans," Journal of Black 
Studies 15 (December 1984): 177-194. 
35Reginald Clark, "Why Poor, Black Children Succeed or 
Fail," Family Life and Social Achievement (June 1981): 61- 
64. 
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believer in integration and social harmony, having no 
feelings of social alienation, and believing he could 
accomplish his goals if he was patient and worked hard at 
them. 
"The Making of a Matriarch"36 commented that the 
hypothesis, "Significant progress is being made in 
correcting the shortage of African American faculty and 
administrators at predominantly white institutions" was 
wrong.37 It continues to be evident to many African 
American faculty and staff that minority representation on 
university and college staffs and faculties at the 
institutions in question remain disproportionately low. 
Anderson's research also indicates that reverse 
discrimination is a myth, and that African Americans 
generally occupy the lower ranks of academia, are untenured, 
and wield relatively little real power when placed in 
administrative positions. 
"The Making of a Matriarch" study was expected to 
show that African American women in predominantly African 
American atmospheres have a good social life and enjoy a 
supportive institution climate. However, it showed that 
African American women at predominantly European-American 
36Jacqueline Fleming, "Black Women in Black and White 
College Environments: The Making of a Matriarch," Journal of 
Social Issues (January 1984): 41-53. 
37William Anderson, Jr., "Black Survival in White 
Academia," The Journal of Nearo Education (June 1980): 92- 
102. 
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colleges have an impoverished social life and a 
nonsupportive institution. The study also showed that in 
terms of confidence, motivation, and actual academic 
performance, the African American schools seem to be more 
encouraging of their women than are the White schools.38 
The third study reviewed African American students 
and their outcomes in predominantly White universities. 
Although prior research has been done on this subject, it 
did not address the "multicausal, multidimensional nature of 
the schooling process." The first group of variables used in 
this study deals with the students' family background, while 
the second group considers the students' high school 
experiences. The third set includes social interactions on 
the campus. The fourth and last set of variables pertain to 
the students' attitude about self, relations, race, and 
achievement, and an academic success-related outcomes. The 
study assumed that an African American student's academic 
success, college adjustments, and occupational aspirations 
were strongly influenced by these five variables. 
According to Steward,39 students from six 
universities across the country were involved in the survey- 
questionnaire that was mailed. Forty-five (45%) percent of 
38Fleming, "Black Women in Black and White College 
Environments: The Making of a Matriarch," 41-43. 
39Steward, Jackson, and Jackson, "Alienation and 
Interactional Styles in a Predominantly White Environment: A 
Study of Successful Black Students," 509-515. 
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those that responded felt they were not at all (or to a 
minimal degree) a part of campus life. Seventy (70%) 
percent planned to pursue degrees past a bachelor's level. 
The respondents' aspirations and achievement drives were 
very high. Over 70 percent of the respondents' parents 
graduated from high school while more than 25 percent of 
their parents had college degrees. 
Some findings and definitions used in the study were 
as follows: 
1. Improve social involvement—better relations with 
faculty and student organizations. 
2. Increase socioeconomic status among students by 
supporting their highest academic aspirations. 
3. Improve student grades through closer relations 
with faculty. 
4. Involvement in general campus life and 
interpersonally accomplished African American students.40 
Sedlacek41 wrote that academically successful 
minority and low-socioeconomic students have strong self- 
concepts. The authors argued that because African American 
students must overcome many academic and social obstacles 
4°Robbie J. Steward, Marshall R. Jackson, Sr., and 
James D. Jackson, "Alienation and Interracial Styles on 
White Campuses," Journal of College Student Development 31 
(November 1990): 509-575. 
41W. E. Sedlacek, "Black Students on White Campuses," 
Journal of College Student Personnel (May 1987): 53. 
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they are in need of greater resolve to continue their 
education. 
Successful minority high school students have high 
academic self-concepts, according to Epps.42 This concept 
is also evident in minority college students. Epps43 also 
found that inner-city high school students had high self- 
concepts. It was suggested that due to the serious social 
alienation and turmoil that exists in inner-city schools, 
students who are able to overcome these obstacles decide to 
continue their education by going to college and are 
performing at an "above-average" level. These students are 
also likely to have high academic self-concepts because of 
the psychosocial effects of being a statistical elite within 
their reference group. Sedlacek44 agreed with this concept 
and reported that minority students possessing high academic 
self-concepts were seemingly different from their White 
counterparts. 
Aiken45 reported that living in residence halls 
during the first year of college increases the probability 
of students' persistence and satisfaction with college 
42E. G. Epps, "Negro Academic Motivation and 
Performance: An Overview," Journal of Social Issues (June 
1969): 5-11. 
43Ibid. 
44Sedlacek, "Black Students on White Campuses," 484- 
495. 
45M. J. Aiken, "Organizational Alienation," American 
Social Review (March 1966): 497-507. 
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experience. Next to academic performance, satisfaction with 
the residential living experience is one of the best 
predictors of students' persistence. For a number of 
reasons, such as unsuccessful academic performance, few 
African American role models exist among faculty and staff 
members. Because of this factor, African American students 
are not as satisfied or as successful at predominantly 
European-American institutions as they are at predominantly 
African American institutions.46 
The progressive trends in education suggested that 
teachers in predominantly minority schools should provide 
special attention to their students because of their 
academic deficiencies and should have higher expectations of 
their studer4- 7'v’ore is accumulating evidence which 
indicates th. acher expectations are a salient 
variable for  dit achievement. 
According to the authors, teachers may view students 
with high ability as more motivated than those with low 
ability. The performances and successes of African American 
students differ from culture to culture and also between 
male and female African American students.47 For African 
American men, the variables selected to reflect features of 
46S. Galicki and M. McEwen, "Black Americans on White 
Campuses," Journal of College Student Development (September 
1989): 389. 
47Joseph Trippi and Stanley Baker, "Cultural 
Differences of African American College Students," Journal 
of College Student Development 30 (March 1989): 7-8. 
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the social environment do not contribute to either 
performance or persistence. Moreover, the findings indicate 
that personal attributes and pre-college experiences are 
related to the achievement of African American men more 
strongly than for African American women. For African 
American women, an opposite pattern emerges. Greater 
importance can be attributed to social dimensions than to 
personal attributions and pre-college experience, 
particularly in relation to persistence. 
In the early history of the United States there were 
no formal provisions for educating African Americans. In 
fact, many states passed laws prohibiting their education. 
Following the Civil War efforts were made to make education 
available to the African American in both the North and 
South. 
The review of research in this section emphasizes a 
number of potentially important sociocultural differences, 
some of which represent rather firmly established facts and 
others of which yet require considerable elaboration through 
research. The former group are those "facts which have been 
established through research on gross social class and 
ethnic differences in educational and intellectual 
development.1,48 
48G. Lesser, "Mental Abilities of Children from 
Different Social Classes," Monographs of the Society (1965): 
7. 
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Differences in intelligence and achievement between 
Whites and African Americans still remain after partitioning 
out that which is attributable to gross indexes of social 
class. Also, recent evidence suggests that social class 
effects on ability are more pervasive among African 
Americans than among other ethnic groups.49 
Research in the field of language development has 
uncovered several potentially important social class 
differences in language patterns and in approaches to 
language training in the family. The educational 
significance of social class differences in language 
patterns is not clear. However, language development does 
play an important role in the skills of problem solving, 
learning to read, and performance on tests regarding 
achievement and ability. 
Other social class and ethnically-linked differences 
are related to effective learning in school. These 
variables include anxiety motivation, physical health, 
educationally relevant attitudes, values and aspirations. 
The focus of this section was a critical examination 
of major studies which investigated the relationship between 
racial and social class isolation in the schools and 
intellectual, educational and attitudinal development in 
advantaged White and disadvantaged minority student 
populations. Major sources for the study of these 
49Ibid. 
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relationships were the Coleman survey, a number of reports 
in Racial Isolation in the Public Schools.50 and a re¬ 
analysis of the data from Coleman reported by McPartland.51 
Together these reports constituted four separate studies of 
racial and social isolation on predominantly White school 
campuses, three of which are based on the data from Coleman. 
Three additional surveys of the relationship between 
prior racial and social class isolation in the educational 
context and adult interracial attitudes and contact were 
also reviewed.52 
A. It appears unlikely that extensive changes in 
school and teacher quality will substantially 
facilitate educational and intellectual 
development in students in schools isolated by 
social status. 
B. African American students, as well as Puerto 
Ricans, are more responsive to differences in 
the social status of schools and are 
disproportionately more affected by these 
soU.S. Commission on Civil Rights, Racial Isolation in 
the Public Schools (New York, NY: New York State Education 
Department, 1967), 20-22. 
51J. S. Coleman and J. McPartland, Equality of 
Educational Opportunity (Glenview, IL: Scott Foresman, 
1966), 18-20. 
52H. J. Burbach and M. A. Thompson, III, "Alienation 
Among College Freshmen: A Comparison of Puerto Rican, Black 
and White Students," Journal of College Student Personnel 
(December 1971): 248-252. 
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differences when attending predominantly White 
facilities. 
C. The evidence on the effects of variations in 
racial and social class isolation in the schools 
at different grade levels indicates that the 
transfer of disadvantaged students to 
predominantly White campuses is most likely to 
be educationally facilitating if (a) it occurs 
during the early years of school; (b) the 
proportion of lower-status students in the 
school does not exceed 30 percent and (c) mixing 
of lower and upper-status students occurs at the 
classroom level, rather than the school level. 
D. Due to the association between social status and 
ability, and social status and school 
achievement, school practices which tend to 
group students on ability and prior achievement 
result in the creation of student groups which 
tend to be homogeneous on social class level. 
E. Positive changes in educationally relevant 
attitudes in minority group students, 
particularly the "sense of control over the 
environment," are more likely to occur when such 
students attend predominantly White campuses. 
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F. The social and economic context of the 
disadvantaged student's neighborhood does not 
appear to exert any effect on achievement. 
Reginald Clark53 believes that the major difference 
between the high achievers in a low income matriarchal 
family and the low achievers from a low-income matriarchal 
family is the lack of parental interaction and reinforcement 
in relation to their children in the latter. He finds that 
in low-income families a key factor in the educational 
success of a child depends on a strong parental religious- 
spiritual orientation. Parents who effectively direct their 
children toward moral values in society, while curtailing 
their contact with potentially negative community influences 
can usually obtain the children's respect. Once this 
respect is attained, it becomes possible for the parents to 
effect a strong educational orientation in their children. 
Clark54 found that it is particularly important that the 
child learn the appropriate values at an early age so that 
the child's value orientation may become a way of life.55 
“Reginald Clark, "Profile of the Low Achievers," 
Family Life and School Achievement (June 1981): 183-185. 
54Ibid. 
“Reginald Clark, Family Life and Social Achievement 
(Boston: Cambridge University Press, 1989), 62. 
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Another perspective of social alienation as viewed 
from socioeconomic status was viewed in Pounds'56 research 
when he noted that the African American students' collegiate 
experiences differed from those of White college students in 
several critical areas, as enumerated below: 
1. They come from diverse cultural, social, and 
economic backgrounds which often are not acknowledged or 
appreciated on campus. 
2. They are less satisfied and involved with campus 
life, since they find few if any activities that relate to 
their life experiences and income status. 
3. Pounds57 found that African American students 
were less satisfied with college than white students were 
because they did not participate in activities directly 
related to their life experiences. Student retention 
studies showed that the college environment was important 
for predicting students' academic performance.58 Larke59 
observed that students experienced conflict when they tried 
to conform to university, family, and peer group 
56Augustine W. Pounds, "Black Students' Needs on 
Predominantly White Campuses," as cited in Responding to the 
Needs of Today's Minority Students, ed. D. Wright (San 
Francisco: Jossey-Bass, Inc., 1987), 29. 
57Ibid. 
58Ibid. 
59James P. Larke and McConnell E. McJamerson, 
"Minorities in Higher Education," paper presented at the 
Annual Meeting of American Educational Research Association, 
San Francisco, CA, March 27-31, 1989, 3-7. 
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expectations simultaneously. They felt overwhelmed and 
lost. 
4. The college environment effects the behavior of 
all students. This seemed to be especially true of African 
Americans. In a classic study, Fleming60 investigated 
African Americans at predominantly White institutions. 
Of the four southern predominantly White institutions she 
surveyed, none was found to encourage African American 
student growth. These colleges produced no effect at all, 
gross academic deterioration, or a gain on one measure that 
was compromised by losses on others. Among similar schools 
in the North. Fleming61 concluded, African American 
students were not much better off than in the Southern 
schools. Students at these institutions might even have 
been worse because "they made no real intellectual gains," 
* 
as the school produced confusion stemming from the belief 
that the North, not the South, was better for African 
Americans. 
5. African American students feel isolated and 
socially alienated on White campuses. The ratio of African 
American to White students is low on many campuses, and this 
low visibility may contribute to students' feelings of 
exclusion, rejection, isolation, alienation, and lack of 
6°Jacqueline Fleming, "Black Women in Black and White 




trust. In a classic study, Willie and McCord62 found that 
African American students became angry and despairing when 
they experienced a lack of trust. They turned to other 
African Americans for social interaction instead of to White 
peers or student services. When there are few African 
American students, other problems may arise. Students tend 
to develop brother-sister or kinship relationships and view 
other African Americans as always accessible to them. This 
tendency causes discomfort for some students who do not want 
to be accessible to other African Americans because they 
themselves are African American. In order to counteract 
feelings of alienation, institutions must help African 
American students gain mutual trust and openness, thereby 
creating feelings of security and belonging.63 
The results of a study by Steward, Jackson and 
Jackson64 indicated that successful African American 
students wanted to be included more so when in an all-White 
campus situation than when in an all-African American campus 
situation. The students also wanted affection more when in 
an all-White campus situation than when in an all-African 
62Pounds, "Black Students' Needs on Predominantly White 
Campuses," 29. 
63Ibid. , 33. 
64Steward, Jackson, and Jackson, "Alienation and 
Interactional Styles in a Predominantly White Environment: A 
Study of Successful Black Students," 509-515. 
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American campus situation. These two desires were expressed 
by the students. 
The primary goal of receiving information seemed to 
be the need for wanting interaction with whites. However, 
only those with necessary information were even approached. 
Successful African American students indicated that for them 
it just so happened there were more European-Americans than 
African Americans who were perceived as having the necessary 
information that would be helpful in academic endeavors.65 
Summary of the Review of Literature 
In the 1970s, historically African American colleges 
enrolled over half of all African American college students. 
In the 1980s, these colleges enrolled only 27 percent of all 
African American college students.66 Therefore, a 
significant number of African American students are 
attending predominantly White colleges and universities. 
Charles Taylor67 describes an African American 
college student on predominantly European-American campuses 
in the 1990s: 
Being African American means to walk across 
campus on my first day of class and not see 
one African American student. Being African 
American means to walk across campus on my 
first day of class and see a few other African 
65Ibid. 
66Charles A. Taylor, "A Report of Isolation," Journal 
of College Student Personnel 12 (February 1986): 30. 
67Ibid. 
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American students, but they look up at the 
sky, turn their heads, or look you straight 
in. the eye and do not speak. Being African 
American means to have all White teachers and 
to be surrounded in class by all White or 
nearly all White students. There are a few 
African American teachers, but I am not sure 
if they know they are African American. The 
few African American students in my classes 
are not willing to get together. They are not 
willing to form study groups, to go to the 
library, or to share class notes.68 
Fleming69 predicted that because of social 
alienation difficulties in adjusting and racism, African 
American students would revolt on White campuses. As 
history has shown, many predominantly White college campuses 
did indeed explode. In the 1960s and 1970s African American 
students wanted more power and a voice in decisions made by 
the university administration.70 African American pride 
was an integral part of African American students' 
vocabulary and they did not want just to "make it" or be 
photocopies of European-American students. 
A few African American students feel the way African 
American students felt in 1969. They are the African 
American students who are socially alienated depressed, 
ignored, and angry. They are the ones who take the African 
American studies classes, challenge the teacher who talks 
68Ibid. 
69R. Fleming, G. Nelson, Pruitt Gibbs, and F. Harper, 
"Racism on Predominantly White College Campuses," Journal of 
College Student (June 1969): 23. 
7°Ibid. 
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negatively of African American people, clearly accept being 
African American, and are members and officers of African 
American students organizations on campuses. These students 
are the ones who get involved in political issues and are 
concerned about events that affect African American people 
nationally and abroad. Obviously, times have changed and 
there are different ways of getting involved and challenging 
teachers. The key, however, is that only a few African 
American students accept willingly that they are African 
American.71 
Reginald Jones72 noted the resurgence of racism on 
White campuses. She expressed concern over the growing 
negative attitude and overt racial incidents toward African 
American students on predominantly White campuses. 
Today's African American students are not able to 
cope with these racial incidents and have emotional and 
psychological difficulties when attempting to respond. A 
predominantly White university can be a very dangerous place 
for African American students who are struggling with their 
own identities. As these African American students attempt 
to adjust and cope, there may not be sufficient support 
structures on these campuses. 
71Taylor, "A Report of Isolation," 26-28. 
72Reginald Jones, Black Psychology (Newberry Park, CA: 
Harper and Row Publishers, 1980), 322-324. 
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In reference to the support structures, Jones73 
observed that some educational opportunity programs were 
being cut, funding to develop new programs was scarce, and 
lack of coordination was evident in the campus community 
life. For example, there is a lack of African American 
participation in projects relating the campus to its 
surrounding community; there is a lack of programs developed 
for economic opportunity, and there are a lack of academic 
courses that can provide the students with the opportunity 
to help improve campus and community life. Few African 
American counselors or student advisors were being hired and 
minority affairs departments are being phased out. 
Therefore, more support structures are gone. With the 
phasing out and cutting of such programs, African American 
professionals, who were the directors and assistant 
directors, are being dismissed. 
Due to these cuts, there are fewer African American 
faculty members and administrators on predominantly 
European-American college campuses. The numbers were never 
large to begin with, and those who are still there are 
overworked. Oftentimes they have two or three titles with 
numerous and diverse responsibilities. It seems likely that 
few new African Americans will be hired. 
Today, because of lack of participation and 
membership, African American student organizations are 
73Ibid. 
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struggling to maintain their existence. Some of these 
organizations, including African American sororities, and 
fraternities, have moved from a stance of political, 
educational, and social involvement, to one that is strictly 
social. African American organizations can get hundreds of 
African Americans to a dance but only a handful for a study 
session, survival workshop, or to hear a guest speaker on 
African American culture. This happens because of the new 
attitude of today's African American students. Thus, a 
significant support structure is being lost.74 
The European-American friends of African American 
students cannot lend support or empathy because they do not 
fully understand. Support from other African American 
students is negligible because they are trying to cope 
themselves. 
On political issues, the majority of today's African 
American students on predominantly European-American college 
campuses do not truly understand the issues facing the 
African American community or understand the effects of 
certain political events. Increased practices of social 
alienation in institutions of higher education are gradually 
taking away many of the accomplishments and achievements 
made by political efforts; i.e., Bill of Rights, Civil 
Rights Act. Many African American students are 
74B. Epps, "Black Campus Life," Journal of College 
Students (July 1978): 78-79. 
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disinterested, or apathetic. Consequently, they will allow 
a loss of many of the gains made in the 1960s and the 1970s 
to occur. 
University administrators will continue to make 
policies that affect students, but they have no input from 
African American students because these students are 
complacent. African American students have ceased to 
express a different view to the university administration 
and do not challenge or question the policies or decisions. 
Predominantly European-American universities continue 
to make policies that are detrimental to African American 
students. An example is the failure aid policy that affects 
admission standards. This policy is compounded by the 
failure of many predominantly European-American universities 
to notice a change or see a problem with the new attitude 
among African American students. Also, African American 
students' issues are not "in" this year. Issues concerning 
adult students, handicapped students, Hispanic students, and 
female students are on the current agenda of university 
administrators in the 1990s. University administrators are 
not being challenged on these issues by African American 
students are they once were. With fewer African American 
students graduating from college, African Americans will 
continue to be under-represented in graduate and 
professional schools. This will result concurrently in 
under-representation in the professional and technical 
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fields. It is an unsettling coincidence that Yeaky and 
Bennett, in a 1990 study, find that: "Far too many White 
Americans still believe that the so-called good life—the 
best schools, most desirable neighborhoods, the right social 
clubs, the appropriate automobiles, and certain other 




RESEARCH METHODOLOGY AND PROCEDURE 
Introduction 
The purpose of this chapter was to describe the 
research methodology selected to analyze social alienation 
as an experience of African American college students at a 
predominantly European-American educational institution. To 
achieve this purpose, the research methodology chapter 
employed in this study follows in the following sections: a 
description of the research design; a statement about the 
population; the instruments administered; procedures used in 
the data collection; criteria for the selection of the 
special student population; and method of data analysis. 
Methodology/Research Design 
This was a descriptive-correlational research study 
designed to identify and describe variables and the 
differences that exist among these variables. It was also 
designed to describe the nature and strength of 
relationships among the variables. According to Ary, 
Jacobs, and Razavieh,1 correlational studies are designed 
to determine the extent of relationships between variables 
and to measure the extent to which variations in one 
variable are associated with variation in another variable. 
Donald Ary, Lucy Jacobs, and Ashbar Razavieh, 
Introduction to Research in Education (New York: Jovanovich 
College Publishers, 1990), 111-112. 
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1. Descriptive research describes systematically 
the facts and characteristics of a given population or area 
of interest factually and accurately. 
2. Descriptive research is used in the literal 
sense of describing situations or events. It is the 
accumulation of a data base that is solely descriptive.2 
Subject Pool 
The subject pool consisted of one hundred (100) 
African American freshmen, sophomore, junior, senior, male 
and female college students enrolled in various majors at a 
mid-size, predominantly European-American university in the 
southeast. The subjects were randomly selected from a 
population of 800 students from which 100 students 
volunteered to complete surveys. Within this population of 
subjects several characteristics were identified. The 
selection criteria assured a representative sample that 
included the following characteristics: 
1. students representing low to high socioeconomic 
status (SES), 
2. students with low to high GPA, 
3. students with low to high SAT scores, 
4. students with varied occupations of parents or 
guardians, 
2Stephen Isaac and William B. Michael, Handbook in 
Research and Evaluation (California: Edits Publishers, 
1981), 47. 
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5. males and females, 
6. student representation from freshmen, sophomore, 
junior and senior classes, 
7. student representation from different majors, 
8. students from low to high family income. 
Selected Procedures 
The sample consisted of a subject pool of one hundred 
(100) African American college students (freshmen, 
sophomores, juniors, and seniors). They indicated a 
willingness to participate in the study by completing and 
returning the survey. This was done after obtaining 
informal consent from the students. 
Description of Setting 
The site of the research was an 1862 predominantly 
European-American land grant university in the Piedmont area 
of South Carolina with an enrollment of 17,000 European- 
American students and 1,000 African American students. The 
community in which the university was located has a total 
population of 11,000. 
Instrument Description 
The study of social alienation on African American 
college students enrolled at a predominantly European- 
American southern university employed four survey 
instruments. These research instruments included: 
1. University Alienation Scale (UAS). 
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2. PRIDE Scale (An adaptation of the University 
Alienation Scale);3 pilot tested in March 1992. 
3. The Attitude Towards Standardized Tests 
Questionnaire. 
4. Beck Depression Inventory Scale (BDI). 
The University Alienation Scale (UAS) 
The University Alienation Scale CUAS) (see Appendix 
A) was developed by Burbach and Thompson4 and Suen.5 The 
purpose of the scale's use for this study was to demonstrate 
an approach to the development of an exemplary multiple-item 
contextual measure of alienation. The scale allowed for 
conceptual complexity within a reduced context. The 
powerlessness, meaninglessness, and social estrangement 
components were selected to represent the concept's many 
hypothesized dimensions. The university, it is argued, 
contains the social alienation features of the larger 
society and, thus, offers an appropriate measurement 
context. The goal was the development of a reliable and 
valid scale to measure those components of social alienation 
in college students with reference to their university. 
3Romando James, PRIDE Scale (Clemson, SC: Operation 
Common Sense, Inc., 1992). 
4Harold J. Burbach and Myron A. Thompson, III, The 
Development of a Contextual Measure of Alienation 
(Charlotteville, VA: University of Virginia, 1972), 225-233. 
SH. K. Suen, "Alienation and Attribution of Black 
College Students on a Predominantly White Campus," Journal 
of College Student Personnel (March 1983): 117-120. 
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Development of the Scale 
According to Brubach,6 the University Alienation 
Scale was developed by rewriting selected items from earlier 
context-free alienation scales so as to include the 
university as the referent; and by formulating original 
items based on the theoretical delineation of the components 
of interest. Seeman's7 definitions provided the conceptual 
basis for the formulation of the meaninglessness and 
powerlessness items (both the rewrites and originals), while 
development of the social estrangement items were based on 
the conceptualization of Dean and Middleton.8 In all, nine 
powerlessness, eight meaninglessness, and seven social 
estrangement items were formulated and randomly assigned a 
position in the Scale. The response set consists of five 
choice agree-disagree Likert-type continuum, on which 
subjects were asked to indicate the degree of agreement or 
disagreement with each statement. PRIDE Part II is based on 
part of the University Alienation Scale. Subjects did not 
fill out this scale (USA). 
6Burbach and Thompson, The Development of a Contextual 
Measure of Alienation. 225-233. 
7N. Seeman, "On the Meaning of Alienation," American 
Sociological Review (1959): 783-791. 
8D. G. Dean and R. Middleton, "Alienation: Its Meaning 
and Measurement," American Sociological Review (1961): 753- 
758. 
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The PRIDE Scale 
This is a self-report scale designed to measure 
levels of self-worth and self-esteem, powerlessness, 
meaninglessness, and social isolation specifically named for 
African Americans by examining cultural identities, values 
and practices. It is an adaptation of the University 
Alienation Scale (UAS). Fifty (50) questions were grouped 
under the five principles of the PRIDE scale. These 
principles are Pride, Respect, Integrity, Determination and 
Enthusiasm. 
Part I of the PRIDE Scale was designed to collect 
biographical data from the subjects. Additionally, 
seventeen (17) open-ended questions pertaining to factors 
that could influence students' success, i.e., pride, 
respect, integrity, determination, and enthusiasm were 
formulated. Subjects were instructed to explain their 
feelings toward these open-ended questions. The responses 
from these questions were used to provide qualitative data 
in an effort to gain further knowledge into the perception 
of social alienation of African American college students. 
The PRIDE Scale consisted of two parts. PRIDE Part I 
consisted of six (6) sections (I-VI). Section I has five 
(5) subsets (A-E) which requested demographic information on 
the subject (classification, major, date of birth, location, 
gender). Subsection B requested information regarding the 
level of education completed by the mother or female 
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guardian. Subsection C requested the occupation of the 
mother or female guardian. Subsection D requested the level 
of education completed by the father or male guardian, and 
Subsection E requested the occupation of the father or male 
guardian. 
PRIDE Part I, Section II contained nine (9) items 
intended to collecting high school information and the 
relationship with school counselors, and other experiences 
prior to entering college. Open-ended and yes/no questions 
were utilized in this section. 
PRIDE Part I, Section III contained five (5) open- 
ended questions for the purpose of investigating the roles 
that PRIDE factors (Pride, Respect, Integrity, 
Determination, Enthusiasm) influenced the success of each 
student. 
PRIDE Part I, Section IV contained two open-ended 
questions regarding goals and aspirations. 
PRIDE Part I, Section V contained one open-ended 
question seeking comments that would be helpful in improving 
the success rate of African American students. This section 
contained two questions requesting information regarding 
family influence on educational pride and the desire to 
succeed. 
PRIDE Part I, Section VI consisted of sixteen (16) 
open-ended and closed-ended questions for the purpose of 
assessing students' educational experiences at the 
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university. They also questioned whether the student would 
choose to attend the same university if they had an 
opportunity to make the choice again. 
The PRIDE Scale Part II contains 50 questions: 10 
questions for each of the letters in PRIDE. Numbers 1-10 
contain "pride" questions, numbers 11-20 contain "respect" 
questions, numbers 21-30 contain "integrity" questions, 
numbers 31-40 contain questions regarding "determination," 
and numbers 41-50 are questions regarding "enthusiasm". 
A five-point Likert Type Scale was used to score Part 
II of the PRIDE instrument. The following codes were used. 
1 = Strongly Agree 
2 = Agree 
3 = Undecided 
4 = Disagree 
5 = Strongly Disagree 
The scale was divided to measure the feelings of 
perceived alienation as identified by Burbach and Thompson9 
and Suen.10 These feelings were powerlessness, 
meaninglessness and social alienation. 
A response of 1 or 2 would reflect a high difference 
to being social alienated. A3, 4, or 5 would suggest lower 
to no degree of perceived social alienation. 
9Burbach and Thompson, The Development of a Contextual 
Measure of Alienation. 225-233. 
10Suen, "Alienation and Attribution of Black College 
Students on a Predominantly White Campus," 117-120. 
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THE PRIDE SCALE 
PART I 
Instructions: Please be candid in your responses. Write 
your responses in the spaces provided. 
I. BACKGROUND AND BIOGRAPHICAL DATA Date:  
Name  I.D.  
School  
Classification (freshman, etc.)  
Major area of study  Minor. 
Date of birth  
Location of birth  
Location of where you grew up  
Gender (check one): Male  Female  
Race (check one): Caucasian  Asian  
Hispanic  African American  Other. 
A. Into which category does your family yearly income 
fall? Check one. 
below $10,000 
$10,000 - 14,999 
$15,000 - 19,999 
$20,000 - 24,999 
$25,000 - 29,999 
$30,000 - 34,999 
$35,000 - 49,999 
$50,000 or above 
♦Adapted from Burbach 83 (UAS) University Alienation 
Scale. 
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B. What is the highest level of education completed by 
your mother or female guardian? Check one. 
  professional school 
 graduate level 
  college level 
 partial college 
  technical training 
 high school training 
  completed tenth or eleventh grades 
 completed seventh, eighth, or ninth grades 
  less than seventh grade 
 other. Please explain  
C. What is the occupation of your mother or female 
guardian?  
D. What is the highest level of education completed by 
your father or male guardian? Check one. 
  professional school 
 graduate level 
  college level 
 partial college 
  technical training 
 high school training 
  completed tenth or eleventh grades 
 completed seventh, eighth, or ninth grades 
  less than seventh grade 
 other. Please explain  
E. What is the occupation of your father or male guardian? 
II. HIGH SCHOOL INFORMATION. This section of the 
questionnaire seeks to gain information about your 
experiences prior to coming to this university. 
1. ACTIVITIES IN HIGH SCHOOL 
a. What activities do you feel received more respect 
and attention than others? 
b. Were the coaches and activities specialists more 
interested in the sport curriculum than the grade 
averages? 
c. Were more African Americans involved in one 
particular activity moreso than other activities? 
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2. ASSISTANCE WITH COLLEGE ASPIRATIONS 
a. Did you feel alienated to discuss any particular 
college with your counselors? 
b. Did you feel that your teachers prepared you for 
the college experience? 
c. Were you alienated by your teachers and 
administrators in high school? If yes, why? 
3. COUNSELING IN HIGH SCHOOL 
a. Did your school counselors assist you with your 
school problems or agendas? 
b. Did counselors at your high school seem 
uninformative? 
c. Do you feel that the counselors were willing to 
become involved in students' welfare? 
THE ROLE OF PRIDE 
Five Open-End Questions 
III. PRIDE Past research has shown that there are various 
factors that influence students' success. Be candid in 
your explanation and feelings about the questions. 
1. What is the role that pride plays in your success at a 
predominantly white institution of higher learning? 
2. What is the role that respect plays in your success at 
a predominantly white institution of higher learning? 
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What is the role that integrity plays in your success 
at a predominantly white institution of higher 
learning? 
3. 
4. What is the role that determination plays in your 
success at a predominantly white institution of higher 
learning? 
5. What is the role that enthusiasm plays in your success 
at a predominantly white institution of higher 
learning? 
IV. GOALS AND ASPIRATIONS 
What goals have you set for yourself? 
Who has aided you in achieving your goals? 
V. FAMILY BACKGROUND — ADDITIONAL COMMENTS & REACTIONS 
In the space provided below, please provide additional 
information which you believe would be helpful as we 
study how to improve the success of African American 
students at predominantly white educational 
institutions of higher learning. 
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A. o My father has given us pride & desire to succeed. 
B. □ My mother has given us pride & desire to succeed. 
VI. STUDENT EXPERIENCES TO CHOOSE OR NOT TO CHOOSE THIS 
UNIVERSITY AGAIN: 
How did you first learn about this university? 
Why did you choose this university? 
What do you like most about being a student here? 
What do you like least about being a student here? 
5. Did you previously attend an African American college 
or university?  
6. Is there differences in how African American teachers 
compare to white teachers? (For example, the African 
American instructor is tolerant, understanding, etc.) 
7. How would you describe the way you felt about yourself 
prior to coming here?  
8. How would you describe the way you felt about yourself 
after being here?  
9. How did you choose this college?  
10. Would you choose this college again?  
If no, why not?  
11. State what would you tell a young man who wanted to 
apply here.  
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12. State what would you tell a young woman who wanted to 
apply and attend this university.  
13. In what ways did this university influence your 
aspirations and success?  
14. The university is just too big and impersonal to 
provide for the individual student.  
15. In spite of the fast pace of this university, it is 
easy to make many close friends that you can really 
count on.  
16. I feel that I am an integral part of this university 
community.  




PRIDE Questions 1-10 
Instructions: Please fill in the scantron sheet using the 
scale below. Use a number 2 pencil only. 
1 Strongly Agree SA 
2 Agree A 
3 Undecided U 
4 Disagree D 
5 Strongly Disagree SD 
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1. I feel as if I don't take pride in the lives of my 
fellow human beings. 
SA A U D SD 
1 2 3 4 5 
2. More and more, I feel pride in the face of my uncertain 
stages at this university today. 
SA A U D SD 
1 2 3 4 5 
3. There are forces affecting me at this university that 
are so complex that I find it difficult to effectively 
make decisions. 
SA A U D SD 
1 2 3 4 5 
4. There are forces affecting me at this university that 
are so confusing that I find it difficult to 
effectively take pride in most decisions. 
SA A U D SD 
1 2 3 4 5 
5. I can't seem to make much sense out of my university 
experiences, therefore pride seems irrelevant. 
SA A U D SD 
1 2 3 4 5 
6. My experiences at this university have been devoid of 
any prideful relationships. 
SA A U D SD 
1 2 3 4 5 
7. The administration at this university has too much 
control over my life. 
SA A U D SD 
1 2 3 4 5 
8. This university is run by a few people in power and 
there isn't much we can do about it. 
SA A U D SD 
1 2 3 4 5 
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9. One's pride is enhanced by having impact on the lives 
of other people. 
SA A U D SD 
1 2 3 4 5 
10. The feeling of helplessness, in this university has 
taken away my pride. 
SA A U D SD 
1 2 3 4 5 
RESPECT Questions 11 - 20 
11. The respect of others has enlightened my college 
experience. 
SA A U D SD 
1 2 3 4 5 
12. I feel like an integral part of this university 
community. 
SA A U D SD 
1 2 3 4 5 
13. My experience at this university has been devoid of 
respect. 
SA A U D SD 
1 2 3 4 5 
14. Respect of the faculty for African American students at 
this university is minimal. 
SA A U D SD 
1 2 3 4 5 
15. The university does not respect the opinions and 
thoughts of African American students. 
SA A U D SD 
1 2 3 4 5 
16. At this university, I feel respected for my thought and 
actions. 
SA A U D SD 
1 2 3 4 5 
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17. I feel respect is expected from all college students. 
SA A U D SD 
1 2 3 4 5 
18. I don't have the respect of my peers at this 
university. 
SA A U D SD 
1 2 3 4 5 
19. The student has little chance of earning respect from 
faculty. 
SA A U D SD 
1 2 3 4 5 












INTEGRITY Questions 21-31 
21. The size of this university makes it hard for me to 
know where to get help. 
SA À U D SD 
1 2 3 4 5 
22. The size of this university makes it difficult for me 
to know where to turn. 
SA A U D SD 
1 2 3 4 5 
23. It is only wishful thinking to believe that I can 
really influence what happens at this university. 
SA A U D SD 
1 2 3 4 5 
24. Classes at this university are so regimented that there 
is little room for my personal needs. 
SA A U D SD 
1 2 3 4 5 
25. Our interests are not addressed at this university. 
SA A U D SD 
1 2 3 4 5 
26. The bureaucracy of this university has me confused and 
bewildered. 
SA A U D SD 
1 2 3 4 5 
27. I feel that I am an integral part of this university 
community. 
SA A U D SD 
1 2 3 4 5 
28. The inability of this university to address the needy 
African Americans has caused many to leave. 
SA A U D SD 
1 2 3 4 5 
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29. The University staff is an integral part of our 
socializing process. 
SA A U D SD 
1 2 3 4 5 
30. The minority students seem to be an integral part of 
this university. 
SA A U D SD 
1 2 3 4 5 
31. I feel that social organizations are very important at 
this university. 
SA A U D SD 
1 2 3 4 5 
DETERMINATION Questions 32-41 
32. The powerlessness that exists on campus for African 
Americans is due to the lack of determinism. 
SA A U D SD 
1 2 3 4 5 
33. The determination to achieve academic success is 
related to the success experiences outside academics. 
SA A U D SD 
1 2 3 4 5 
34. I feel my peers are deeply determined to achieve high 
goals. 
SA A U D SD 
1 2 3 4 5 
35. Due to social alienation, the students seem to have a 
lack of determination. 
SA A U D SD 
1 2 3 4 5 
36. I feel that the administrators are determined to 
enforce university rules and regulations (regardless of 
race). 
SA A U D SD 
1 2 3 4 5 
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37. Although different beliefs and spirituality exists, 
everyone seems determined to socialize. 
SA A U D SD 
1 2 3 4 5 
38. The bureaucracy at this university has me confused, 
bewildered and less determined to succeed. 
SA A U D SD 
1 2 3 4 5 
39. Most Black students seem to accept their average grade 
points, there seems to be little determination to do 
better. 
SA A U D SD 
1 2 3 4 5 
40. There are forces affecting me at this university and I 
have determined that there is little that can be done 
to correct it. 
SA A U D SD 
1 2 3 4 5 
41. The student has little chance of protecting his 
personal interest when they conflict with those of this 
university. 
SA A U D SD 
1 2 3 4 5 
ENTHUSIASM Questions 42-51 
42. Many African Americans are very lonely at this 
university. 
SA A U D SD 
12 345 
43. I don't feel enthused or encouraged to join white 
organizations. 
SA A U D SD 
1 2 3 4 5 
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44. I often feel helpless and unenthused to change my 
college environment. 
SA À U D SD 
1 2 3 4 5 
45. Major speakers seldom address, with enthusiasm, the 
African American agenda. 
SA A U D SD 
1 2 3 4 5 
46. I am not enthused that major entertainers are white at 
this university. 
SA A U D SD 
1 2 3 4 5 
47. Controversial whites are often invited to the 
university. 
SA A U D SD 
1 2 3 4 5 
48. Controversial African Americans seldom are invited to 
this university. 
SA A U D SD 
1 2 3 4 5 
49. I don't feel enthusiastic because African Americans are 
not part of major decisions that effect our lives. 
SA A U D SD 
1 2 3 4 5 
50. I don't feel the educational agenda is relevant to the 
African American spiritually. 
SA A U D SD 
1 2 3 4 5 
51. More enthusiasm is placed on the sports and activities 
than on the African American Agenda. 
SA A U D SD 
1 2 3 4 5 
THANK YOU FOR YOUR TIME 
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The Attitude Toward Standardized 
Tests Questionnaire 
The purpose of this questionnaire was to gain 
information from African American students regarding 
standardized tests. This questionnaire contains seven (7) 
questions. Question number three was a "yes or no" question 
to gain information as to whether the student perceived 
standardized tests to be racially biased. 
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I.D. Number  
ATTITUDE TOWARD STANDARDIZED TESTS QUESTIONNAIRE 
Purpose: The purpose of this questionnaire is to gain 
information about your thoughts on standardized 
tests. 
Directions: Please answer the following questions regarding 
standardized testing. Please be as honest in 
responding to these questions. Your assistance 
is very much appreciated. 
Classification: 
 Freshman  Sophomore  Junior  Senior 
Graduation Date:  Major  
Sex:  Race:  
1. Have you ever taken a standardized test? 
  Yes   No 
If you answered yes, how many?  
2. Do you feel that your family background prepared you to 
do well on standardized tests?  Yes  No 
3. Do you feel that standardized tests are racially 
biased? 
  Yes   No 
Please explain your response. 
4. 
5. 
Did you take the Scholastic Aptitude Test (SAT)? 
  Yes   No 
Did you take the American College Test? 
  Yes   No 
105 
What do you feel could have enhanced your performance 
on the SAT or ACT? 
In what way did you prepare for either the SAT or the 
ACT? Please describe. 
Beck Depression Inventory 
The fourth instrument was the Beck Depression 
Inventory. The purpose of these twenty-one (21) questions 
was to determine two things: (1) whether the participants 
were experiencing depression; and (2) their relationship to 
perceived levels of social alienation. The issue addressed 
by the Beck is depression. The response could range from 
0-3. A response of (0) indicated no depression and (3) 
indicated extreme depression. Total scores ranged from: 
I- 10   Minimal depression 
II- 16 Mild mood disturbance 
17-20  Borderline clinical 
depression 
21-30  Moderate depression 
31-40  Severe depression 
41 and above  Extreme depression 
A four-point Likert type scale was used to score the 
BDI. The following code was used: 
0 - Non-symptomatic 
1 - Slightly symptomatic 
2 - Moderately symptomatic 
3 - Extremely symptomatic 
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NAME. DATE SCORE 
1. 0 I do not feel sad. 
1 I feel sad. 
2 I am sad all the time and I can't snap out 
of it. 








0 I am not particularly discouraged about the 
future. 
1 I feel discouraged about the future. 
2 I feel I have nothing to look forward to. 
3 I feel that the future is hopeless and that 
things cannot improve. 
0 I do not feel like a failure. 
1 I feel I have failed more than the average 
person. 
2 As I look back on my life, all I can see is 
a lot of failures. 
3 I feel I am a complete failure as a person. 
0 I get as much satisfaction out of things as 
I used to. 
1 I don't enjoy things the way I used to. 
2 I don't get real satisfaction out of 
anything anymore. 
3 I am dissatisfied or bored with everything. 
0 I don't feel particularly guilty. 
1 I feel guilty a good part of the time. 
2 I feel quite guilty most of the time. 
3 I feel guilty all of the time. 
0 I don't feel I am being punished. 
1 I feel I may be punished. 
2 I expect to be punished. 
3 I feel I am being punished. 
0 I don't feel disappointed in myself. 
1 I am disappointed in myself. 
2 I am disgusted with myself. 
3 I hate myself 
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8. 0 I don't feel I am any worse than anybody 
else. 




I blame myself all the time for my faults. 




I don't have any thoughts of killing myself. 
I have thoughts of killing myself, but I 
would not carry them out. 
2 
3 
I would like to kill myself. 





I don't cry any more than usual. 
I cry more now than I used to. 
I cry all the time now. 
I used to be able to cry, but now I can't 
cry even though I want to. 




I am slightly more irritated now than usual. 
I am quite annoyed or irritated a great deal 
of the time. 
3 I feel irritated all the time now. 
12. 0 
1 
I have not lost interest in other people. 
I am less interested in other people than I 
used to be. 
2 I have lost most of my interest in other 
3 
people. 
I have lost all of my interest in other 
people. 
13 . 0 I make decisions about as well as I ever 
could. 
1 I put off making decisions more than I used 
to. 
2 I have greater difficulty in making 
decisions than before. 
3 I can't make decisions at all any more. 
14. 0 I don't feel that I look any worse than I 
used to. 
1 I am worried that I am looking old or 
unattractive. 
2 I feel that there are permanent changes in 
my appearance that make me look 
unattractive. 




I can work about as well as before. 
It takes an extra effort to get started at 
doing something. 
2 I have to push myself very hard to do 
anything. 




I can sleep as well as usual. 
I don't sleep as well as I used to. 
I wake up 1-2 hours earlier than usual and 
find it hard to get back to sleep. 
3 I wake up several hours earlier than I used 





I don't get more tired than usual. 
I get tired more easily than I used to. 
I get tired from doing almost anything. 





My appetite is no worse than usual. 
My appetite is not as good as it used to be. 
My appetite is much worse now. 





I haven't lost much weight, if any, lately. 
I have lost more than five pounds. 
I have lost more than ten pounds. 
I have lost more than fifteen pounds. 
20. 0 I am no more worried about my health than 
usual. 
1 I am worried about physical problems such as 
aches and pains, or upset stomach, or 
constipation. 
2 I am very worried about physical problems 
and it's hard to think of much else. 
3 I am so worried about my physical problems 
that I cannot think about anything else. 
21. 0 I have not noticed any recent change in my 
interest in sex. 




I am much less interested in sex now. 
I have lost interest in sex completely. 
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It was to be determined if there were some 
correlation between the participants' depression and social 
alienation. If the Beck Depression Inventory (BDI) did not 
find a correlation, social alienation could not be 
considered as a factor contributing to depression. The BDI 
was utilized to determine whether a relationship existed 
between the degree of depression experienced by African 
American students who feel socially alienated as compared to 
those students who do not feel socially alienated. 
Procedures 
There were three study periods for this research. 
They included a pilot test, the research period, and the 
post-research period. 
Pilot Test Period 
Procedure 1 
A pilot test of thirty (30) African American college 
students was administered by utilizing all five instruments 
described above. The pilot test included detailed 
procedures, a full description of each instrument used and 
general instructions. The objectives of the pilot study 
were: (1) to resolve any problems, and (2) to answer the 
following questions: 
1. Are there questions which students do not 
understand? 
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2. What questions do we need to ask in the real 
study? 
3. What revisions are needed? 
4. How long does the procedure take? 
5. Are there typographical or spelling errors, 
misuse of terms, and/or any confusing statements 
which need to be corrected? 
The Pilot Test allowed the researcher to eliminate 
questions that were not understood and substitute others 
that were recommended by students. Revisions were made, and 
typographical and spelling errors corrected. The Pilot Test 
took two hours which student comments indicated was too 
long. Time required to take the revised version was one 
hour. 
Procedure 2 
The researcher requested and received permission from 
student volunteers to administer each instrument. 
Procedure 3 
The researcher contacted 800 African American 
students by various means: telephone, newsletter, through 
fraternities, sororities, churches, by conversations, 
through football and basketball players. One hundred (100) 




The researcher administered the survey to 100 African 
American students. The students who volunteered used the 
method described in Procedure 3. 
Procedure 5 
After completing the survey a thank you letter was 
sent to all participants. Special cash prizes and t-shirts 
were provided for those who participated. 
Data Analysis 
All data was reviewed and analyzed with the 
Statistical Analysis System (SAS) computer program. 
Descriptive statistics were used initially to summarize and 
organize the data. Descriptive statistics were also used to 
describe the distribution and measure of central tendency 
for each variable in the study. Relationships among the 
variables were tested by using Pearson's r (Pearson's 
Product Moment Correlation Coefficient). 
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CHAPTER FOUR 
RESULTS OF THE STUDY 
The goal of this study was to examine the effects of 
perceived social alienation on African American college 
students enrolled at a predominantly European-American 
southern university. The variables of interest were: 
performance and/or responses to the PRIDE, Beck Depression 
Inventory, Scholastic Aptitude Test Scores, grade point 
average (GPA), family background, perceived standardized 
test bias, socioeconomic status (SES), high school sense of 
social alienation, self-image, and school choice and 
preference. The results of each of the research questions 
are presented in this chapter. 
Demographic Characteristics of African 
American Students 
Student demographic characteristics included in this 
study were: (1) gender, (2) family background and 
occupation, (3) socioeconomic status, (4) family education 
level, (5) college majors, and (6) classification. 
Student Gender 
Table 3 indicates the distribution sample of African 
American college students by gender. The female students at 
this predominantly European university (PEU) consisted of 






Female 62 62% 
Male 38 38% 
Total 100% 100% 
Occupations 
As shown in Table 4, of the students who responded to 
the question regarding occupation of father, the highest 
ranking of 12% indicated supervisor. Those retired fathers 
consisted of 9%. Concrete finishers and electronic 
technicians were indicated by 8% and 5%, respectively. the 
Vice Principals at a high school constituted 3%. United 
States Marine Corp., nurses, businessmen, coaches, truck 
drivers, training technicians, and maintenance workers made 
up 2%. Social workers, teachers, real estate investors, 
carpenters, accountants, fire chief, state trooper, and 
laundry operator made up 1%. 
Of the students responding, 10% indicated teacher as 
the occupation of their mother (see Table 4). Nurse, 
secretary and housewife came in second at 6%. Textile 
workers and retirees comprised 4%. Those mothers who were 
unemployed, social workers, sales supervisors, and weavers 
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TABLE 4 
LIST OF OCCUPATIONS 
Fathers % Mothers % 
Unemployed 0 Unemployed 3 
Unknown 0 Unknown 1 
USMC 2 USMC 1 
Teacher 1 Teacher 10 
Social Worker 1 Social Worker 3 
Farmer 0 Farmer 0 
Police 0 Police 0 
Nurse 2 Nurse 6 
Businessmen 2 Businesswomen 2 
Coach 0 Coach 0 
Concrete Finisher 8 Cosmetologist 2 
Electronic Technician 5 Sales Supervisor 3 
Truck Driver 2 High School Guidance 
Training Technician 2 Counselor 1 
Vice Principal at Secretary 6 
High School 3 Housewife 6 
were listed at 2%. Businesswomen and cosmetologists 
comprised 2%. Those mothers whose occupations were unknown 
or U.S. Marine Corp, high school guidance counselor, 
accountant, Clemson Extension Agent, real estate, 
management, maid, receptionist, and entry data specialist 
made up 1%. Another 1% included cook, cashier, librarian, 
homemaker, insurance sales, director, systems information 
analyst, and inspector. 
Socioeconomic Status 
In Table 5, the highest level of income for the 





Familv Yearlv Income 
below $10,000 8 8% 
$10,000 - $14,999 12 12% 
$15,000 - $19,999 6 6% 
$20,000 - $24,999 7 7% 
$25,000 - $29,999 11 11% 
$30,000 - $34,999 16 16% 
$35,000 - $49,999 19 19% 
$50,000 and above 20 20% 
Did not respond 1 1% 
Education Level of Female Guardian 
Less than 7th grade 0 0% 
7th, 8th, or 9th grade 0 0% 
10th or 11th grade 5 5% 
High school training 29 29% 
Technical training 12 12% 
Partial college 14 14% 
College level 26 26% 
Graduate level 11 11% 
Professional school 1 1% 
Other 0 0% 
Educational Level of Male Guardian 
Less than 7th grade 2 2% 
7th, 8th, or 9th grade 2 2% 
10th or 11th grade 4 4% 
High school training 26 26% 
Technical training 19 19% 
Partial college 9 9% 
College level 15 15% 
Graduate level 11 11% 
Professional school 5 5% 
Other 2 2% 
Did not respond 5 5% 
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of the respondents. Family income of $35,000 and above was 
indicated by 19% of the students responding, followed by 16% 
in the $30,000 to $35,000 range. An income of $10,000 to 
$14,999 came in fourth with 12% followed by 11% in the 
$25,000 to $34,999 range, 8% below the $10,000 income range, 
6% between the $15,000 to $19,999 range, and 1% with zero 
percent. 
Educational Level of Female Guardian 
In Table 5, the highest level (29%) of students 
responding indicated their female guardian had high school 
training. College level training was indicated for 26% of 
the students responding. Female guardians with technical 
and partial college training was 26% (12% and 14%, 
respectively). Those female guardians with graduate and 
professional level training and training between the 10th 
and 11th grades consisted of less than 11%. 
Educational Level of Male Guardian 
In Table 5, the highest level (26%) of students 
responding indicated their male guardian had high school 
training. Technical and college level training was 
indicated for 19% and 15%, respectively. Those male 
guardians with graduate level training was indicated by 11% 
of the student response. Guardians with professional 
training consisted of 5%, and those with education below the 
11th grade level fell into a percentile of 2 to 4 percent. 
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College Majors 
The frequencies of college majors was widespread 
within the sample which showed that 27% of the students who 
responded majored in engineering (see Table 6). Education 
and psychology were indicated with a frequency of nine 
(8.74%). Computer science was illustrated with a frequency 
of six (5.83%). Accounting held a frequency of five 
(4.85%), with biological sciences, history and management at 
four (3.88%). Graphic communications and medical technology 
held at three (2.91%). Sociology, criminal justice, 
packaging science, and textiles established at a frequency 
of two (1.94%). The Departments of Liberal Arts, Food 
Science, Industrial Management, Biochemistry, Forestry, 
Political Science, Pre-Law, Architecture Design, Medicine, 
English, PRTM and Pre-Pharmacy all had 0.98% at a frequency 
of one. 
In Table 7, those students who responded came from 
five levels of enrollment. Freshmen comprised 13%, 
sophomores 18%, juniors totalled 25%, with seniors 
comprising 39% of the surveyed population. Graduate 
students comprised 3% of the sample. 
PRIDE Scores 
Item 1 : What are the pride scores of a student 






Education 9 8.74% 
Liberal Arts 1 . 98% 
Architecture 0 .0% 
Engineering 27 26.2% 
Computer Science 8 7.77% 
Biological Sciences 4 3.88% 
Graphie Communications 3 2.91% 
Medical Technology 3 2.91% 
Nursing 6 5.83% 
History 4 3.88% 
Food Science 1 .98% 
Sociology 2 1.94% 
Criminal Justice 2 1.94% 
Packaging Science 2 1.94% 
Industrial Management 1 .98% 
Biochemistry 1 .98% 
Psychology 9 8.74% 
Textile 2 1.94% 
Management 4 3.88% 
Forestry 1 .98% 
Political Science 1 .98% 
Accounting 5 4.85% 
Pre-Law 1 .98% 
Forest Resource Management 1 .98% 
Architecture Design 1 .98% 
Medicine 1 .98% 
English 1 .98% 
PRTM 1 .98% 





Freshmen 13 13.83% 
Sophomores 17 18.09% 
Juniors 24 25.53% 
Seniors 37 39.36% 
Graduate Students 3 3.19% 
Results : 
1. In terms of PRIDE, the average score was 166.7 
out of a possible 255. The minimum score obtained was 106. 
The maximum score obtained was 226 (see Table 8). 
2. High PRIDE scores were indicative of low levels 
of social alienation and high exposure to African American 
cultural values. 
3. The majority of students perceived their social 
alienation experience as moderate to high as reflected by 
their moderate to high scores. 
GPA Scores 
Item 2 : What are the Grade Point Average Scores of 
African American students enrolled predominantly at Euro- 
















P.R.I.D.E. Part Two 83 166.7 22.9 106 0 226 225 
Beck Depression Inventory 72 8.0 7.6 0 0 36 63 
SAT Verbal 87 429.2 67.5 290 200 580 800 
SAT Quantitative 87 486.8 77.0 250 200 670 800 
SAT Total ' 87 916.0 126.8 550 400 1200 1600 
GPA 32 2.5 0.4 1.6 0 3.2 4.0 
Gender 100 1.6 0.5 1 1 2 2 
Family Background 94 1.5 0.5 0 0 2 2 
Perceived Test Bias 94 1.2 0.4 0 0 2 2 
Socioeconomic Status 94 16.4 4.8 3 0 26 26 
High School Alienation 95 7.7 1.7 5 4 12 12 
Change in Self Image 94 1.1 0.8 0 0 2 2 
Choose This School Again . 93 1.3 0.6 0 0 2 2 
Results : As shown in Table 8, the mean was 2.5. The 
minimum Grade Point Average score was 1.6. The maximum 
score was 3.2 out of a possible 4.0. 
SAT Scores 
Item 3 : What are the Scholastic Aptitude Test scores 
of African American students enrolled predominantly at Euro- 
American Southern Universities? 
Results : On the verbal portion of the Scholastic 
Aptitude Test, the average score was 429.2 (see Table 8). 
The lowest score obtained was 290. The highest score 
obtained was 580. On the qualitative portion of the 
students' average score was 486.8 with a minimum score of 
250 and a maximum score of 670. 
The mean total Scholastic Aptitude Test score was 916 
out of a possible 1600. The minimum obtained Scholastic 
Aptitude Test total score was 550. The maximum obtained 
Scholastic Aptitude Test total score was 1200. 
PRIDE Relationships to GPA. Family Background. 
Standardized Testing. Depression. 
Socioeconomic Status 
Item 4: Is there a relationship between the PRIDE 
score (a) Grade Point Average success, (b) family 
background, (c) the perception of standardized testing, (d) 
degree of depressions, and (e) socioeconomic status (SES)? 
Results : There was no significant correlation 
between Grade Point Average and PRIDE score. It was 
123 
reported on the PRIDE Part I that having a family background 
strong in terms of stressing religion and hard work 
contributed to high levels of Pride, Respect, Integrity, 
Determination and Enthusiasm (P.R.I.D.E.). They also 
attributed most of their sense of PRIDE and hard work to 
their mothers. Because of this, many students were often 
prepared for the challenges they faced at predominantly 
European-American institutions. 
Many African Americans felt that standardized tests 
are biased toward European-American and therefore unfair as 
reported by the Attitudes Toward Standardized Test survey. 
Most African Americans reported having the power to 
overcome factors of depression. They reported on the PRIDE 
Part I the ability to overcome depression due to high PRIDE. 
The average score on the Beck Depression Inventory 
was 8 out of a possible 63 points. Most of the students 
were from families of moderate socioeconomic status. SES 
factors were not related to PRIDE. Students from low SES 
families had PRIDE scores as high as students from high SES 
families, as shown in Table 8. 
Table 9 indicated that of the students surveyed, 74% 
felt that standardized tests were racially biased. Those 
who answered "no" fall into the 19 percentile, and 7% were 
undecided. 
Table 9 demonstrates that 50% responded with an 
answer of "no" when asked "Did your family prepare you for 
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TABLE 9 
ATTITUDES TOWARD STANDARDIZED TESTING 
Frequency Percentage 
Did vour Family Backaround 
prepare you for standardized 
testing? 
Yes 43 43% 
No 50 50% 
Don't Know 7 7% 
Perceived Test Bias: Do 
you feel that standardized 
tests are racially biased? 
Yes 74 74% 
No 19 19% 
Don't Know 7 7% 
standardized testing?" Those who answered "yes" were of the 
43 percentile and 7% were not certain. 
Social Alienation in High School 
Item 5: Is the level of PRIDE in college related to 
perceptions of social alienation in high school for African 
American students at a predominantly Euro-American Southern 
University? 
Results : 
1. Social alienation in high school was a result of 
a predominantly European-American high school experience 




HIGH SCHOOL ALIENATION 
Frequency Percentage 
Did you feel alienated to 
discuss any particular 
college with your counselors? 
Yes 26 26% 
No 73 73% 
Did not respond 1 1% 
Did you feel that your 
teachers prepared you for 
the college experience? 
Yes 61 61% 
No 37 37% 
Did not respond 2 2% 
Were you prone to be alienated 
from your teachers and 
administrations in high school? 
Yes 2 2% 
No 88 88% 
Did not respond 1 1% 
Did your school counselors 
assist you with your 
school problems or agencies? 
Yes 70 70% 
No 30 30% 
Did counselors at your high 
school seem alienated and uninformative? 
Yes 41 41% 
No 59 59% 
Do you feel that the counselors 
were willing to become involved 
in students7 welfare? 
Yes 69 69% 
No 29 29% 
Did not respond 1 1% 
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2. Most students stated that their guidance 
counselor in high school seemed uninformed regarding their 
instructional needs. 
3. Most African Americans were left on their own to 
go through the process of locating and registering for 
college. 
4. These students perceived themselves as remaining 
socially and intellectually alienated throughout the 
educational experience because of integration. (In the long 
run, segregation would have afforded greater students.) 
5. Perceptions of social alienation in high school 
were significantly related to feelings of depression as 
measured by the Beck Depression Inventory. 
Experiences Contributing to Social Alienation 
Item 6: What experiences have these African American 
college students had that they perceive have contributed to 
or caused their feelings of social alienations? 
Results : There were a number of contributing factors 
related to the feelings of social alienation experienced by 
African American students: 
1. Some students felt they were not racially 
prepared for standardized tests (this results obtained from 
Attitude Toward Standardized Tests). 
2. The students who attend this university have 
higher SES than other African Americans in South Carolina 
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and they felt they were better prepared to succeed at a 
predominantly European-American university. 
3. There was also the problem of large, demanding 
classes which leave little room for personal needs (PRIDE 
Part I). 
4. Some students felt the university did not address 
the needs of African Americans. 
5. There is a tendency of university organizations 
and cultural activities to not be an integral part of the 
socializing process for African American students. 
6. Students felt that there was a lack of respect 
from the administrators, faculty, and some of their 
European-American peers (PRIDE Part I). 
7. Some also felt that there was a lack of 
determination for some African American students. 
8. Too few African American administrators and 
faculty. 
College Experiences Different for 
Males and Females 
Item 7: Are the kinds of college experiences for the 
success reported by African American students different for 
males and females? 
Results : 
1. The college experience overall was the same for 
both African American males and females according to PRIDE 
PART I open-ended questions. However, there was a 
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difference in PRIDE Part II scores with females obtaining 
slightly higher scores than males. (Mean PRIDE Part II 
score for females was 172.3 and for males 162.6.) 
2. Females tended to place more emphasis on their 
college experiences. They demand more respect and insist 
that respect be administered. 
3. African American males tended to focus on one or 
two experiences as a means of creating vis on and direction 
for the African American race as a whole. 
4. African American males perceived themselves as 
leaders and thus conquerors posing a threat to the European- 
American patriarchal leadership. They viewed themselves as 
threats and competitors with European American males because 
they were perceived by European-American males as threats 
and competitors which could result in increased feeling of 
social alienation as reflected by lower FRIDE Part II 
scores. 
Choose This School Aaa _n 
In response to the question of whether or not a 
student would choose this university again, a 58% majority 
responded in favor or choosing again, while 29% would not 




WOULD CHOOSE THIS SCHOOL AGAIN 
A— 
Frequency Percentage 
Yes 58 58% 
No 29 29% 
Did not respond 13 13% 
Change in Self-Image 
Of the students who responded to the survey, 39% felt 
that their self-image had improved since their arrival at a 
European university (see Table 12). Those who remained 
unchanged made up 30%. Students who felt their self-image 
was worse now than before enrollment comprised 25%, and 6% 
were undecided. 
TABLE 12 
CHANGE IN SELF-IMAGE 
Frequency Percentage 
Improved 39 39% 
Remained unchanged 30 30% 
Worsened 25 25% 
Did not respond 6 6% 
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CHAPTER FIVE 
DISCUSSION OF IMPLICATIONS, CONCLUSIONS 
AND RECOMMENDATIONS 
The purpose of this chapter is to discuss the 
implications, conclusions and recommendations of the study. 
In addition, the researcher sought to re-examine the 
relevant literature in relation to the findings and to 
discuss the implication of the findings as being significant 
or nonsignificant as to the perceived effects of social 
alienation. Additionally, the study attempted to describe 
the relationship which existed between the PRIDE Scale/score 
and the Beck Depression Inventory, between the PRIDE Scale 
and SAT scores, between the PRIDE scores and the student's 
GPA, and between the PRIDE scores and attitude. 
The survey results from the PRIDE Scale, Part I, 
demonstrated that the majority of African Americans were 
from within the state of South Carolina and primarily from 
small rural communities in South Carolina's upstate. This 
Piedmont area has the highest income area of the state and 
is the same area where the university is located. Females 
made up 62% of the surveyed population and males 38%. The 
survey results also demonstrated that 55% of the families 
represented had incomes between $30,000 and $50,000 or more 
with 20% of the families earning $50,000 or more annually. 
Ninety-five percent (95%) of the female guardians completed 
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high school and/or college while 92% of the male guardians 
were high school and/or college graduates. 
The survey results revealed that 25% of the 
population experienced a worsening in self-image and self- 
concept after attending this predominantly European-American 
university. It should be noted, however, that 39% showed 
improvement in these areas. It is important for recruiters, 
human resource professionals, personnel counselors and 
others working with this population to be aware of these 
problems for prevention and resolution. 
Finally, the survey results revealed that 61% of the 
population surveyed were not prepared socially or 
academically for the college experience by their high school 
teachers. It will be important for academic counselors and 
the Dean of Students to recognize this void and to set up 
special assistance and programs to minimize adjustment 
problems. 
The open-ended questions from PRIDE Part I indicated 
a general consensus from all subjects: strong feelings of 
being socially alienated; a sense of social isolation; 
meaninglessness; powerlessness-; and disenfranchisement. 
However, the African American coping skills and inner 
strength which produced a strong sense of PRIDE and 
confidence have proven to be necessary survival skills at 
this predominantly European-American university. 
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The survey question, PRIDE Part II, statistically 
supports the analysis in that PRIDE Part II score was 
significantly related to "Choose This School Again" 
(r(78 = -.32, p < .004). Students obtaining higher PRIDE 
Part II scores were more likely to report that, knowing what 
they know now, they would still choose to attend the 
predominantly European-American university. The more pride 
and confidence exhibited by the African American student, 
the more likely they were to choose to attend and return to 
prestigious European-American universities. It will be 
important for African American colleges to recognize that 
quality service endowments, availability of funds and 
scholarship, and great facilities, could be necessary to 
attract and retain African American students with high 
PRIDE, strong self-concepts and confidence. 
Limitations of the Study 
The study was descriptive and correlative in nature. 
The study included African American college students 
enrolled at a predominantly European-American southern 
educational institution. The results of the study were 




This research was a descriptive correlation study 
designed to identify and describe variables and the nature 
and strength of relationships among variables. 
Suh-)er.t Population 
The subject population consisted of one hundred (100) 
undergraduate African American freshmen, sophomore, junior 
and senior, male and female college students enrolled in 
various majors at a mid-size, predominantly White university 
in the southeast. Within this population of subjects 
several sample groups were identified. Demographics 
included within the population: 
1. students from low to high socioeconomic status 
(SES); 
2. students from matriarch-led households; 
3. number of generations to attend college; 
4. need of financial aid; 
5. number of parents within the homes and their 
educational levels; 
6. highest unemployment rate of the family; 
7. members of extra-curricular activities such as 
chorus, choir, cheerleading, band, etc. 
T nstrumentation 
The following instruments were used in the 
investigation : 
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1. University Alienation Scale; 
2. PRIDE Scale (An adaptation of the University 
Alienation Scale); 
3. The Attitude Toward Standardized Tests 
Questionnaire ; 
4. Beck Depression Inventory. 
Discussion and Conclusions 
Social alienation is apparent for many African 
American students on predominantly European-American 
university campuses today. Wilkerson1 wrote, "On the 
campuses of the nation's predominantly European-American 
universities where racial unrest has risen dramatically in 
recent years, African American students say they feel 
increasingly like outsiders, isolated and unwelcome." 
Charles Taylor2 stated that African American students 
merely wanted to be accepted by European-Americans . . . and 
the few African American students today who still feel the 
way African American students felt in 1969 . . . 
coincidentally, are the African American students who are 
alienated, depressed, ignored, and angry." Taylor believed 
that the majority of African American students who wished to 
be accepted did not have a clear understanding of 
1C. Wilkerson, "Social Unrest," New York Times. 8 March 
1988, 3. 
2Charles Taylor, "A Report of Isolation," Journal of 
College Student Personnel 12 (January 1986): 30. 
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themselves. African Americans who supported status quo of 
the European-American college institute were less socially- 
alienated because they disallowed African American issues 
and concerns to surface. It seemed, however, that African 
American students who experienced alienation to a lesser 
degree were those who interacted more often and developed 
more intimate relationships with others within the academic 
environment. 
Steward3 reiterates this point and states, "Those 
who experienced alienation are those who did not interact 
with other students or did not develop intimate 
relationships with others in the academic environment." 
Steward's4 study found that African American 
students interacted differently on a predominantly European 
campus than on all-African American campuses. Successful 
African American students tended to express and want to be 
included moreso when in an all-European American campus 
situation than when in an all-African American campus 
situation. They also tended to express and want affection 
moreso when in an all-European-American situation than in an 
all-African American environment. The study also showed 
that "successful African American students that "fit in" 
academically, remained "alien" interpersonally. 
3Steward, Jackson, and Jackson, "Alienation and 
Interactional Styles in a Predominantly White Environment: A 
Study of Successful Black Students," 509-515. 
“Ibid. 
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This behavior suggested that Reginald Butler's5 
"Implications of African American Consciousness Process 
Model" can be viewed as accurate. Butler's model suggests 
that African Americans go through four stages of cultural 
identities. According to this model African Americans 
experienced more social alienation as they moved closer to 
stage four. Those African Americans who are on stage one, 
pre-encounter, experience very little social alienation 
because of attitude and acceptance of European values. This 
behavior would be similar to that of house niggers and Uncle 
Tom's from 1661 to 1960s. Today, however, they would be 
classified as "pre-encounter". The four stages of behavior 
for Minority Group Cultural Development are identified 
below: 
1. Pre-encounter Stage 
• attitudes toward the world and self are 
determined by oppressor's logic. 
• one has dislike for one's own group, emulates 
oppressor groups. 
• one accepts stereotypes of one's own group. 
• one believes that assimilation is the most 
effective method for problem solving. 
5Reginald Butler, "Implications of Black-Consciousness 
Process Model," Psychotherapy Theory. Research and Practice 
12, no. 4 (Winter 1975): 407-411. 
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Encounter Stage 
• obsessive search for own group history, 
identity begins. 
• reinterprets all events from one's own group 
perspective. 
• experiences deeply the trauma of oppression. 
3. Immersion Stage 
• participates in political action, rap groups 
seminars, awareness groups, etc. 
• undergoes a liberation from the oppressor's 
values, stereotypes. 
• behaves as though the oppressor is not human 
• confronts the system. 
• person feels an overwhelming attachment to 
her/his own group. 
• gradually both the strengths and weaknesses 
of oppressor group and own group become 
visible. 
4. Internalization Stage 
• the person behaves as if she/he has inner 
security. 
• the person has compassion for all oppressed 
people and can transfer a values orientation 
to include all "isms", differences. 
• the person demonstrates commitment, active 
participation in making social change. 
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Burbach and Thompson's6 research showed African 
Americans to be more socially alienated than European- 
Americans in the powerlessness and normlessness sense. 
Their research suggested that African Americans experienced 
a greater sense of purposelessness (the loss of socialized 
values and the absence of val es that might give purpose to 
life) and more of a feeling of being confronted with 
contradictory normative patterns than their European 
counterparts. 
The loss of a social value system and the absence of 
cultural values for African Americans in an European- 
American environment became a natural instinct/method for 
survival. The only exception would be stage four 
(internalization) as outlined in Butler's model. 
Steward7 found that the environment on many campuses 
in the late 1980s made African American students feel like 
strangers in a strange land. The results of his study of 
successful African American students suggested that even 
those students who fit in academically remained "alien" 
interpersonally. It seemed to him that African American 
students on predominantly European-American campuses 
acknowledged the value of remaining a "stranger" or socially 
6Burbach and Thompson, The Development of a Contextual 
Measure of Alienation. 225-233. 
’Steward, Jackson, and Jackson, "Alienation and 
Interactional Styles in a Predominantly White Environment: A 
Study of Successful Black Students," 509-515. 
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isolating themselves to protect themselves from events that 
were perceived to contribute to their academic demise. 
African American college students who remained a "stranger," 
or socially and politically disconnected from their African 
American agenda, often were able to graduate and be 
academically successful. 
Summary of Findings 
Beck Depression 
The PRIDE Part II score was significantly related to 
the total score on the Beck Depression Inventory 
(r(59) = -.30, p < .02). Students who obtained higher 
scores on the PRIDE Part II obtained lower scores on the 
Beck Depression Inventory. A low level of depression 
related to a low level of social alienation. 
Student Gender 
The PRIDE Part II score was significantly related to 
Student Gender (r(82) = .25, p < .03). Female students 
tended to obtain higher scores on the PRIDE Part II. Female 
students experienced a lesser degree of social alienation. 
Self-Imaae 
The PRIDE Part II score was significantly related to 
Change in Self-Image (r(7859) = .31, p < .005). Students 
who obtained higher scores on the PRIDE Part II tended to 
report an improvement in self-image after attending the 
predominantly European institution. Self-image apparently 
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improves among students with low levels of social alienation 
after enrollment. 
Choose This School Again 
The PRIDE Part II score was significantly related to 
Choose This School Again (r(78) = -.32, p < .004). Students 
obtaining higher PRIDE Part II scores were more likely to 
report that, knowing what they know now, they would still 
choose to attend the predominantly European university. 
SAT Total Score 
The Beck Total Score was significantly related to SAT 
Total Score (r(58) = .27, p < .05). Students who obtained 
higher scores on the Beck Depression Inventory had higher 
SAT scores. 
High School Alienation 
The Beck Total Score was significantly related to 
High School Alienation (r(68) = .43, p < .0002). Students 
who reported feeling more alienated in high school obtained 
higher scores on the Beck Depression Inventory. Higher 
levels of depression relate to higher levels of social 
alienation. 
Family Background 
Family Background was significantly related to High 
School Alienation (r(89) = .22, p < .04). Students who 
reported feeling more alienated in high school were less 
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likely to report that their family backgrounds prepared them 
for standardized testing. 
SES 
Family Background was significantly related to 
Socioeconomic Status (r(87) = -.29, g < .006). Students 
from higher SES families were more likely to report that 
their family backgrounds prepared them for standardized 
testing. 
SAT Verbal Score 
Socioeconomic Status was significantly related to SAT 
Verbal Scores (r(80) = .27, g < .02). Students from higher 
SES families obtained higher SAT Verbal Scores. 
Summary to Ten Open-Ended Questions Regarding 
General Consensus From Sample Population 
As an answer to the open-ended question, the general 
consensus was that pride was the general component that 
reminds each individual of who he/she is, where he/she came 
from, and of various significant experiences. All of these 
factors are important because often at a predominantly 
European-American institution individuals tend to forget the 
importance of his/her personal African American heritage. 
Therefore, pride appears to be the essential bridge that 
joins a predominantly European-American institution and a 
beautiful African heritage, creating a unique individual 
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capable of succeeding academically, socially, emotionally, 
and physically. Examples of extreme responses included: 
1. We as African Americans must work harder to 
achieve the same goals; after all, what do they 
have to be proud of? 
2. Because my family is proud of me, I am proud of 
myself. 
3. My pride lies in my heritage. 
Levels of GPA 
Most African Americans at predominantly European 
institutions believe that because of obstacles, such as 
discrimination, racial competency and racial subordination, 
etc., they have to work harder to earn a baseline GPA. 
Overall, the grade point averages of African Americans 
suffer simply because they have to deal with those other 
burdens in addition to scholastic achievement. Also, upon 
entrance to the university, the educational levels of many 
African Americans fall below European-Americans because of 
different backgrounds such as traditions, educational levels 
and socioeconomic status. 
Levels of SAT 
In response to the open-ended question of the level 
of SAT scores of African American students at a 
predominantly European-American southern university, the 
majority believed that they were at an extreme disadvantage 
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simply because standardized tests such as the SAT were 
geared toward Europeans. Because of tha importance of SAT 
scores in college placement, European-^nericans were better 
prepared and conseguently were placed in higher, more 
comfortable positions. Some of the responses included: 
1. Many SAT questions use wcrus that African 
Americans have not heard such as sofa instead of couch. 
2. Many African American families do not represent 
the traditional family and many questions on the SAT are 
centered around the European-American, traditional family. 
3. European-Americans are not taught to be black, 
but African Americans are forced into European-American 
experiences in many questions on the SAT. 
Question Two: Is the PRIDE Score Related To . . . 
Relationship to GPA Score 
In response to the open-ended question of whether the 
PRIDE score is related to GPA success, the majority tended 
to disagree that pride is a result of GPA or academic 
success. Basically, GPA success (in reference to pride) is 
the result of pride. Because of faith, individual pride, 
motivation, and family support, African Americans at 
predominantly European-American institutions have acquired 
high pride levels. Therefore, there are no mountains which 
cannot be conquered, including GPA success. Examples of 
significant responses include: 
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1. Although I am at a predominantly European 
institution, my pride and my heritage help me be successful. 
2. Pride helps me to strive hard and do my best. 
3. Pride motivates me not to be outdone by a "white 
man" . 
Relationship to Family Background and 
Perception of Standardized Tests 
The general consensus of African American students at 
a predominantly European institution is that because of rich 
family backgrounds strong in religion and hard work, pride 
levels increase extremely in each individual. The family is 
the backbone, so most African American students simply want 
to make their families proud because the African American 
family has suffered enough. Most families encourage and 
eguip their children before they enter the predominantly 
European-American institutions. Furthermore, African 
American students are like soldiers ready for battle (at 
predominantly European-American institutions) full of 
courage and pride that the family has provided. Responses 
include : 
1. My family pride makes me push harder. 
2. I am the first in my family to go to college and 
that's pride within itself. 
3. Because my family depends on me, I swallow and 
continue. Standardized tests were viewed as being geared 
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toward Europeans. The majority held this view. Responses 
included: 
a. Tests used words blacks have not heard. 
b. Most situations were geared toward Europeans. 
Relationship to Degree of Depression 
Approximately 1% of the African American population 
felt depressed because of a predominantly European-American. 
Overall, most African American students have the necessary 
equipment to overcome factors of depression. The majority 
do not feel sad or like they are being punished. These 
feelings can be attributed to the great level of 
individualized inner strength and pride these students have 
acquired over the years. Most of the students do not feel 
disappointed in themselves or feel like killing themselves. 
Therefore, depression was not a killer of the African 
American students at predominantly European-American 
institutions. 
Relationship to Hometown Size 
Because, on the average, most of the African American 
students surveyed were from small hometowns, community unit 
instilled significant values such as pride, motivation, and 
self-esteem. The question remains: are these values strong 
enough to withstand the hardships that come at large 
predominantly European institutions? Most of the 
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respondents believed they were. In small towns, people are 
closer and viewed as a family rather than a community. 
Relationship to Socioeconomic Status 
The majority of African American students are from 
the lower socioeconomic status. Many of these students are 
from single-parent homes, but these students reflect a 
higher level of pride and self-esteem. These students were 
usually raised solely by their mothers and have seen her 
struggle to maintain a stable family. Therefore, they 
attribute most of their pride and hard work to their 
mothers. They are more determined to succeed at a 
predominantly European-American institution simply to 
provide a better life for their family. The majority are 
from the $20,000 to $24,999 family yearly income range. 
Question Three: Is the Level Related to 
Social Alienation in High School? 
Social alienation in high school was a result of a 
predominantly European high school experience focusing 
mainly on athletes and those intellectually inclined. 
Therefore, students who did not qualify as an athlete or as 
one who was intellectually inclined fell into the gap 
created by the faculty, staff and community members. Most 
of these African American students felt that their guidance 
counselors seemed alienated and uninformative. 
Consequently, they were left alone to conquer the process of 
registering for college. Furthermore, these students were 
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faced with the same situation because often at predominantly 
European institutions athletes and those intellectually 
advanced were placed at the forefront. These same students 
remained socially alienated throughout their educational 
experiences. 
Question Four: What Experiences Have These 
Contributed to or Caused Feelings of 
Social Alienation? 
Some of the experiences included: 
1. Not being racially prepared for standardized 
tests ; 
2. Falling into a lower socioeconomic status; 
3. Large, demanding classes which leave little room 
for personal needs; 
4. The inability of the university to address the 
needs of African Americans; 
5. Lack of the university becoming an integral part 
of the socializing process; 
6. Lack of respect from the faculty for African 
American students; 
7. Lack of respect of peers at the university; 
8. Lack of determination of some African American 
students ; 
9. Administrative control of African American 
students. 
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Question Five: Are the Kinds of College Experiences 
Different for Males and Females? 
Overall, the college experiences are the same for 
both African American males and females. The differences 
arise in the amount of emphasis placed on these experiences. 
Males place more emphasis on these college experiences 
because as leaders they demand more respect and almost 
insist that respect be administered. 
Summary of Quantitative and Qualitative Analyses 
Social alienation as defined by this researcher means 
the experiencing of high levels of meaninglessness and 
powerlessness due to a lack of quality participation in/ 
exclusion, discrimination, rejection and subjection to all 
social activities and organizations where political, 
economic, and social clout is evident; i.e., major white 
fraternities and sororities, or student government 
association. A feeling of separation from the group or of 
isolation from group standards; loss of social values due to 
being defined and controlled by the majority population's 
social agendas. Social alienation is present and is as 
devastating today in most European colleges as it was in 
1661 and through the civil rights periods of the 1950s and 
1960s. 
Social Alienation in the Past 
Social alienation manifested itself in a very direct 
and violent way in 1661 and through the 1950s and 1960s. 
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Some of these manifestations were in the form of lynching, 
cross burning, house and property destruction, castration, 
and church bombings. It also took place in the forms of 
legalized, segregated housing, intra- and interstate travel, 
use of public facilities, hospitals, and cemeteries. These 
manifestations are examples and not intended to present the 
entire array of injustices. 
Social Alienation Today 
Social alienation today in some European colleges 
manifests itself in many indirect, nonviolent and subtle 
ways. Nonetheless, it is no less demeaning, or damaging 
than the above-cited ways and methods. The college, it is 
argued, contains features of the larger society and thus 
offers an appropriate measure of context. Today's form of 
social alienation include (1) separate eating and dining 
tables in the integrated schools, (2) separate and different 
Sunday worship services, and (3) segregated fraternities, 
sororities and other social organizations and groups on 
campus. 
The impact of social alienation from the past and 
present remain unchanged on today's world. Almost every 
aspect of the definition of social alienation is prevalent 
(i.e., isolation, separation, discrimination, a feeling of 
meaninglessness, powerlessness, and disenfranchisement). 
As in the past, regardless of one's environment and 
culture, a few individuals from each ethnic group will 
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manage to flourish and survive; become your campus queen, 
homecoming queen, president of the student government 
association, captain of the football and/or basketball team. 
These few are able to succeed because of 
1. coping skills; 
2. talent; 
3. inner strength and prayer; 
4. luck; 
5. skin tone and color; 
6. change of personality. 
Martin Luther suggested a few will always make it. 
However, it is the masses that the few are responsible for 
and obligated to. 
Recommendations for Further Study 
This research study has provided an examination of he 
effects of social alienation on African American college 
students enrolled at a predominantly European-American 
southern university. It provides findings that may be used 
to guide future investigations of feelings of powerlessness, 
meaninglessness, social isolation, and discrimination as 
well as feelings of being socially disconnected and unequal 
in European environments. 
The scope of this study should be expanded to 
investigate the quality of African American colleges and 
universities by providing those physical attributes and 
comforts necessary to compete with competitors; i.e., 
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housing, air conditioned classrooms and dormitories, 
security and safety, quality professors, laboratory 
equipment, up-to-date computer systems, scholarships, etc. 
Longitudinal follow-up of the sample could examine 
persistence in school and ultimately career success and 
alienation. 
Recommendations for Counseling and Psychology 
It is strongly recommended that a campus demonstrate 
its concerns regarding academic success of its student body 
by including counseling services and speakers as peer and 
group counseling. To be effective with African American 
students, college Counseling Centers need to address social 
alienation through employing of African American counselors, 
utilizing outside services that approach these students on 
their own turf, as well as dedicating a portion of staff 
time to advocacy and support of these often high-risk 
students. 
Group activities such as fashion shows, bake sales, 
fundraising contests, African American films and sensitivity 
sessions, are a few. Authoritative African American 
speakers, authors and teachers who may also be controversial 
include Asa Hilliard, Dr. Mau Lana Karenga, Minister Louis 
Farrakhan, Naim Akabar, Drs. Julia and Nathan Hare, Dr. Wade 
Noble, Dr. John Clarke and this researcher. 
Cultural consciousness' four stages of development of 
African Americans should be introduced, taught and 
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institutionalized by both the European-American and African 
American college populations, including faculty, staff and 
students. The four stages of development include: (1) pre¬ 
encounter, (2) encounter, (3) immersion stage, and (4) 
internalization stage. 
Recommendations for European-American Colleges 
1. Once African American students enter the 
European-American college setting, they find few student 
services geared specifically to meet their unique needs. 
Most pupil personnel services offered to African American 
students remain segregated and distinct from mainstream 
activities. In other words, all too often, special program 
efforts and services geared toward reducing social 
alienation, increasing recruitment, academic support, 
student life, counseling advising, and academic counselors 
have operated in relative isolation, developing their own 
programs. 
Therefore, a greater integration of these services 
are desperately needed to combat the social alienation of 
African American students in higher education. 
Specifically, the development of a comprehensive services 
delivery model which fully integrates the academic student 
life services to improve student quality of life at this 
European-American southern university is in dire need. 
2. College administrators should review the 
researcher's recommendation and findings as identified by 
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the African American students that currently exist at this 
European-American southern university and make the 
appropriate changes. 
3. Develop a comprehensive plan to minimize social 
alienation. 
4. Create an African American Studies Department 
from which all entering students, including European- 
Americans, would be required to take a minimum of one 
course. 
5. Promote a multi-cultural attitude campus-wide 
through a series of cross-cultural activities. For example, 
sponsoring an open forum where students from different 
ethnic backgrounds could share and express their views 
regarding their culture. 
6. Establish a residential hall program option to 
facilitate and provide the African American students with a 
good environmental fit in the residential halls. 
7. Provide both individual and group counseling 
services for African Americans to be conducted by African 
American counselors. 
8. Develop cross-cultural workshops on developing 
students' responsibility to improve human relations on 
campus. 
9. Offer a series of workshops on topical issues 
(i.e., time management, stress management, relaxation 
techniques, personal motivation, reality thinking, 
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homesickness through counseling services as mentioned in 
Recommendation #7). 
10. All phases of the social alienation model and 
its activities should be implemented according to the level 
of integration indicated in the social alienation document. 
11. Increase the visibility, credibility, and power 
of African American students, staff, and professors on 
European-American campuses, especially in administration and 
other support services for African American students. 
12. Create and demand a campus committed to racial 





ORIGIN OF PRIDE 
PRIDE evolved from Dr. Maulana Karenga's book 
Kwanzaa: An African American Holiday Celebration of Family. 
Community and Culture. PRIDE evolved from the nauzo saba. 
the seven African cultural values. Collectively these seven 
values allow for the spiritual recognition that all life, 
energy and purpose, is not of one's self, but from a higher 
source (God) and this energy should be used to respect and 
benefit mankind. 
These seven communitarian African values are: Umoja 
(unity), Kujichagulia (self-determination), Ujima 
(collective work and responsibility), Ujamaa (cooperative 
economics), Nia (purpose), Kuumba (creativity), and Imani 
(faith). 
The nguzo saba was projected as the moral minimum set 
of African values that African Americans needed in order to 
rebuild and strengthen family life. Their community and 
culture must also become a self-conscious social force in 
the struggle to control their destiny, daily life, 
economics, politics, and education. 
Although there were many other letters which could 
have been chosen, PRIDE was chosen because (1) the acronym 
forms a perfect summary of nguzo saba without minimizing its 
meaning, and (2) the five-letter acronym is easier to 
remember than the seven principles of nguzo saba. 
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KWANZA A 
December 26 - January 1 
NGUZO SABA (The Seven Principles) 
Umoja 
Unity - to strive for and maintain unity in the family, 
community, nation and race. 
Kujichagulia 
Self-determination - to define ourselves, name ourselves, 
create for ourselves and speak for ourselves. Instead of 
being defined, named, created and spoken for by others. 
Ujima 
Collective work and responsibility - to build and maintain 
our community together and make our sisters’ and brothers’ 
problems our problems, and solve them together. 
Ujamaa 
Cooperative economics - to build and maintain our own 
stores, shops and other businesses and to profit from 
them together. 
Nia 
Purpose - to make our collective vocation the building and 
developing to our community in order to restore our people 
to their traditional greatness. 
Kuumba 
Creativity - to do always as much as we can. In the way 
we can, in order to leave our community more beautiful 
and beneficial than we inherited it. 
Imani 
Faith - to believe with all our hearts in our people, our 
teachers, our leaders and the righteousness and victory 
of our struggle. 
Dr. Maulana Karenga 
7 September 1965 
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APPENDIX C 
OMEGA PSI PHI LETTER REGARDING PRIDE 
SIX DISTRICT SOCIAL ACTION COMMITTEE 
Omega Psi Phi Fraternity, Inc. 
733 Eccles Drive 
Fayetteville, North Carolina 28301 
Dr. Romando James 
P & A Building, Room #234 
Clemson Diversity 
Clemson, South Carolina 29634 
Dear Dr. James: 
On behalf of the Sixth District of Omega Psi Phi Fraternity, Inc., I would like to express our 
appreciation to you for your excellent leadership and motivational seminars that you presented 
at die Annual Boys Camp held July 11-16, 1993, at the w. W. Long Leadership Center. 
Those nightly sessions were the highlights of the camping activities. Yourprogram, P.R.I.D.E. - 
Part II, was the only activity that all 214 campers participated as one group. 
We have received numerous accolades concerning the P.R.I.D.E. - Part II Program. The 
undergraduate and graduate members of our Fraternity who were in attendance stated that this 
program should be implemented in the school systems. Several parents have mentioned that their 
sons came home singing the praises of P-ride, R-espect, I-ntegrity, D-etermination, and E- 
nthusiasm. 
The Social Action Committee is in the process of planning our 1994 Boys Summer Camp. We 
are eagerly looking orward to your 1994 presentation of "P.R.I.D.E.-Part III." 
Again, thank you very much for sharing your time, energy, and expertise with our campers. We 
are looking forward to having you with us again. 
We are looking at July 9-15, 1994, as the possible camp dates. 
October 29, 1993 
William M. "Jimmy" Hinson 
Chairman, Sixth District SAC 
LO/wjs 
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EDUCATION: HIGH SCHOOL GRADUATE OR HIGHER 
COUNTY 
■USE HOLDS 
APRIL 1, 1990 
MEDIAN HOUKNOLD 
INCOME IN 1909 
FAMILIES 
APRIL 1. 1990 
MEDIAN FAMILY 
INCOME IN 1989 
HUBER RANK DOLLARS RANK NUMBER RANK DOLLARS RANK 
Abbeville 8,822 35 23,170 25 6,623 35 28,501 24 
Aiken 44,897 9 29,994 5 33,643 10 35,307 3 
Allendale 1,784 45 15,013 46 2,714 45 18,227 46 
Anderton 55,704 6 25,748 13 41,770 6 31,228 12 
BaBaerg 5,861 42 17,496 45 4,247 42 21,378 44 
Barnwell 7,131 37 23,501 23 5,459 37 28,571 22 
Beaufort 30,654 14 30,450 4 23,017 14 34,534 5 
Berkeley 42,490 10 29,106 6 34,642 9 30,913 13 
Calhoun 4,501 44 23,750 21 3,424 44 28,678 20 
Char Lea ton 106,858 2 26,875 11 73,996 2 31,374 11 
Charokaa 16,489 22 24,655 18 12,456 23 28,925 18 
Chatter 11,339 31 23,054 26 8,673 30 26,812 28 
Chaatarf(aid 13,924 25 21,069 33 10,558 25 25,559 33 
Clarendon 9,567 34 17,645 44 7,520 33 21,207 45 
Colleton 12,139 28 20,617 34 9,364 27 25,508 34 
Darlington 22,044 19 22,642 28 16,857 18 26,754 29 
Dillon 9,912 S3 18,365 39 7,447 34 22,144 41 
Oor chatter 28,136 16 30,764 3 22,330 15 34,209 7 
Edgefield 6,408 39 23,021 27 4,918 39 28,613 21 
Fairfield 7.415 36 21,484 32 5,678 36 25,781 31 
Floranca 3,998 11 24,264 19 30,155 11 28,718 19 
Georgetown 16,211 23 23,981 20 12,533 22 27,448 27 
Greenville 122.987 1 29,088 7 88.560 1 34,560 4 
Greenwood 22,590 17 23,584 22 16,414 19 29,385 16 
Haspcon 6,483 38 18,615 37 4,938 38 22,964 37 
Horry 55,665 7 24,959 16 40,552 7 28,504 23 
Jaeper 5,293 43 18,071 41 4,044 43 22,409 38 
Kerthaw 15,864 24 28,282 9 12,355 24 31,562 10 
laneattar 19.750 21 25,320 15 15,348 21 29,864 15 
Laurene 21,046 20 24,905 17 15,932 20 29,195 17 
Lee 6,018 40 18,174 40 4,685 40 22,201 40 
Lexington 61,864 5 32,914 1 47,826 5 37,358 1 
McCormick 2,754 46 19,226 36 2,069 46 24,040 36 
Marian 11,870 29 17,825 43 9,037 29 21,873 43 
Marlboro 10,135 32 18,068 42 7,585 32 22,231 39 
Natter ry 12,363 26 23,405 24 9,148 28 28,005 25 
Oconee 22,537 18 25,723 14 17,212 17 30,858 14 
Orangeburg 28.852 15 20,216 35 21,636 16 24,473 35 
Piekena 33.424 12 26,336 12 24,277 13 32,492 8 
Richland 101,543 3 28,848 8 68,212 3 34,357 6 
Saluda 5.834 41 22,176 30 4,553 41 27,466 26 
Spartanburg 84,467 4 26,941 10 63,084 4 31,857 9 
Suater 32,854 13 22,387 29 25,997 12 25,683 32 
Union 11,362 30 21,526 31 8,542 31 26,003 30 
Ui lliaaaburg 12,148 27 18,409 38 9,446 26 21,985 42 
York 46,996 8 31,288 2 36,099 8 35,875 2 




INCOW IN 1889 
PERCENT OF PERSONS 
BELOW POVERTY 
LEVEL IN 1989 1/ 
PERCENT OF FAMILIES 
BELOW POVERTY 
LEVEL IN 1989 
PERCENT OF FAMILIES 
WITH CHILDREN BELOW 
POVERTY IN 1989 2/ 
DOLLARS KAN 1C PERCENT SANK PERCENT RANK PERCENT RANK 
Abbeville *10,214 26 13.5 35 10.9 34 14.5 34 
Aiken *13,127 6 14.0 32 11.0 32 15.0 33 
Allendale *7,458 46 35.8 1 33.5 1 42.9 1 
Anderson *12,027 11 12.0 40 8.6 41 12.7 39 
Banberg *8,438 37 28.2 6 23.1 6 31.5 3 
Barnwell *10,611 22 21.8 14 17.6 14 24.6 14 
Beaufort *15,213 1 13.6 34 11.0 32 16.6 30 
Berkeley *10,942 19 12.3 39 10.5 35 13.1 38 
Calhoun *9,983 28 20.1 18 16.0 17 21.7 17 
Charleston *13,068 7 17.3 23 13.8 23 20.4 22 
Cherokee *10,406 25 14.9 30 11.3 31 15.9 32 
Chester *9,806 30 16.8 25 13.0 26 16.7 29 
Chesterfield *9,455 32 19.3 21 15.6 21 20.7 20 
Clarendon *8,181 39 29.0 3 25.3 2 33.2 2 
Colleton *9,193 33 23.4 12 19.8 12 26.3 13 
Darlington *10,510 23 19.9 20 15.7 20 21.0 19 
Dillon *8,077 40 28.1 7 22.1 8 29.5 6 
Dorchester *11,884 13 11.5 42 9.2 39 11.2 42 
Edgefield *10,651 21 16.6 26 13.7 24 17.8 25 
Fairfield *9,011 34 20.6 15 16.1 16 21.5 18 
Florence *11,007 18 20.1 18 15.9 18 20.7 20 
Georgetown *11,084 16 20.2 17 15.8 19 23.4 15 
Greenvilie *13,918 3 10.5 44 7.8 43 11.6 41 
Greenwood *11,429 14 15.4 27 12.2 27 17.6 27 
Hanpton (8,578 36 27.7 8 22.0 9 28.9 7 
Horry *12,385 8 15.2 29 11.6 28 17.4 28 
Jasper *7,984 41 25.3 10 22.4 7 28.7 9 
Karahaw *11,937 12 12.9 36 10.0 37 13.2 37 
Lancaster *11,041 17 14.8 31 .-11.5 29 16.4 31 
Laurens *10,739 20 12.9 36 ' 9.7 38 14.1 36 
Lee *7,569 45 29.6 2 23.9 5 31.2 4 
Lexington *14,259 2 8.4 46 6.3 46 8.4 46 
McConai ck *7,929 43 22.8 13 - 19.8 12 27.6 11 
Marion *8,185 38 28.6 5 24.1 4 31.2 4 
Marlboro *7,948 42 26.6 9 21.5 10 27.9 10 
Newberry *10,487 24 15.3 28 11.4 30 17.8 25 
Oconee (12,352 9 11.4 43 8.1 42 10.8 43 
Orangeburg *9,004 35 24.9 11 20.7 11 27.1 12 
Pickens *11,427 15 12.5 38 7.3 45 9.3 45 
Richland *13,243 5 13.8 33 10.1 36 14.4 35 
Saluda *9,814 39 18.3 22 14.5 22 20.0 23 
Spartanburg *12,218 10 11.8 41 8.8 40 12.4 40 
Suater *9,997 27 20.6 15 16.9 15 22.3 16 
Union *9,669 31 17.0 24 13.4 25 19.0 24 
Williaaaburg (7,632 44 28.7 4 24.2 3 28.8 8 
York (13,306 4 10.3 45 7.6 44 10.5 44 
SOUTH CAROLINA *11,897 X 15.4 X 11.9 X 16.6 x 
1/: Data for persona for IRMB poverty statua haa been daterai r>ed. 
2/: Related children under 18 years of age. 
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APPENDIX G 
FAMILIES WITH INCOME IN 1989 BELOW POVERTY LEVEL 
COUNTT 













MMER RANK UMKX RANK DOLLARS RANK NUM8ER RANK 
Abbeville 1,030 41 2,497 43 1166,169 42 3,074 35 
Aiken 4,137 9 9,983 9 678,736 9 13,932 9 
Allendale 1,564 33 3,089 39 204,456 38 1,382 44 
Anderson 3,325 12 9,565 11 622,028 11 19,203 5 
Bastoerg 1,567 32 3,712 34 223,836 36 2,013 39 
Barnuell 1,620 31 4,033 33 255,869 33 2,587 37 
Beaufort 2,734 17 7,385 18 523,551 16 10,553 12 
Berkeley 3,469 11 9,696 10 669,122 10 6,188 21 
Calhoun 665 44 2,838 44 127,127 44 1,361 45 
Charleston 10,546 1 26,808 1 1,887,637 1 29,973 2 
Cherokee 1,625 30 4,138 32 265,700 32 5,195 25 
Chester 1,781 29 4,691 30 311,987 28 4,172 30 
Chesterfield 1,789 28 5,668 25 351,100 25 4,682 26 
ClarwKlon 2,612 18 7,228 20 445,188 21 3,527 33 
Colleton 2,318 23 5,674 24 357,897 24 4,199 29 
Dartington 3,784 10 9,319 12 594,519 13 6,987 19 
Dillon 2,852 16- 7,503 16 471,422 18 3,403 34 
Dorchester 2,444 20 6,664 21 448,016 20 6,415 20 
Edgefield 1,090 40 2,572 42 161,913 43 1,944 41 
Fairfield 1,361 36 3.622 36 240,313 34 2,733 36 
Florence 6,957 5 16,734 4 1,098,085 4 13,190 10 
Georgetown 2,183 24 7,456 17 485,671 17 7,035 18 
Greenville 8,934 3 21,409 3 1,512,595 3 39,917 1 
Greenwood 2,082 25 5,283 26 349,740 26 8,505 15 
Hampton 1,363 35 3,035 40 184,915 40 2,437 38 
Horry 4,374 8 16,898 7 1,059,177 7 17,087 6 
Jasper 996 42 2,794 41 177,269 41 1,648 43 
Kershaw 1,218 38 3,643 35 237,745 35 5,959 23 
Lancaster 2,376 21 5,717 23 396,325 23 6,138 22 
Laurens 2,505 19 6,225 22 413,193 22 7,052 17 
Lee 1,804 27 5,018 28 304,480 30 1,985 40 
Lexington 3,239 13 8,389 15 579,355 14 15,176 7 
NcConaick 425 46 1,141 46 72,467 46 1,122 46 
Her ion 2,368 22 7,365 19 452,135 19 4,413 27 
Kartboro 2,071 26 4,812 29 311,104 29 3,619 32 
Newberry 1,497 34 4.219 31 268,667 31 5,264 24 
Oconee 789 43 3,487 37 217,001 37 7,793 16 
Orangeburg 7,045 4 16,224 5 1,082,435 6 11,026 11 
Pickens 1,130 39 5,058 27 330,540 27 10,278 13 
Richland 9,626 2 23,125 2 1,665,488 2 27,813 4 
Saluda 563 45 1,851 45 108,668 45 1,851 42 
Spartanburg 6,721 6 16. MS 6 1,093,321 5 28,147 3 
Suster 6,310 7 15,513 8 1,010,603 8 9,341 14 
Union 1,226 37 3,177 38 203,132 39 4,266 28 
Uilliasaburg 3,001 15 8,604 14 538,931 15 3,995 31 
York 3,205 14 8,978 13 619,641 12 14,222 8 
Unknowns * X - X - X 343 X 
SOUTH CAROLINA 136,401 X 357,317 X 423,779,269 X 393,145 X 
V: Aid to Faailies with Dependent Children. 







ATTITUDES TOWARD STANDARDIZED TESTING 
Frequency Percentage 
Did vour Family Backaround 
prepare you for standardized 
testing? 
Yes 43 43% 
No 50 50% 
Don't Know 7 7% 
Perceived Test Bias: Do 
you feel that standardized 
tests are racially biased? 
Yes 74 74% 
No 19 19% 





Family Yearlv Income 
below $10,000 8 8% 
$10,000 - $14,999 12 12% 
$15,000 - $19,999 6 6% 
$20,000 - $24,999 7 7% 
$25,000 - $29,999 11 11% 
$30,000 - $34,999 16 16% 
$35,000 - $49,999 19 19% 
$50,000 and above 20 20% 
Did not respond 1 1% 
Education Level of Female Guardian 
Less than 7th grade 0 0% 
7th, 8th, or 9th grade 0 0% 
10th or 11th grade 5 5% 
High school training 29 29% 
Technical training 12 12% 
Partial college 14 14% 
College level 26 26% 
Graduate level 11 11% 
Professional school 1 1% 
Other 0 0% 
Educational Level of Male Guardian 
Less than 7th grade 2 2% 
7th, 8th, or 9th grade 2 2% 
10th or 11th grade 4 4% 
High school training 26 26% 
Technical training 19 19% 
Partial college 9 9% 
College level 15 15% 
Graduate level 11 11% 
Professional school 5 5% 
Other 2 2% 
Did not respond 5 5% 
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APPENDIX K 
WOULD CHOOSE THIS SCHOOL AGAIN 
Frequency Percentage 
Yes 58 58% 
No 29 29% 
Did not respond 13 13% 
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APPENDIX L 
CHANGE IN SELF-IMAGE 
Frequency Percentage 
Improved 39 39% 
Remained unchanged 30 30% 
Worsened 25 25% 





Female 62 62% 
Male 38 38% 
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APPENDIX N 
HIGH SCHOOL ALIENATION 
Frequency Percentage 
Did you feel alienated to 
discuss any particular 
college with your counselors? 
Yes 26 26% 
No 73 73% 
Did not respond 1 1% 
Did you feel that your 
teachers prepared you for 
the college experience? 
Yes 61 61% 
No 37 37% 
Did not respond 2 2% 
Were you prone to be alienated 
from your teachers and 
administrations in high school? 
Yes 2 2% 
No 88 88% 
Did not respond 1 1% 
Did your school counselors 
assist you with your 
school problems or agencies? 
Yes 70 70% 
No 30 30% 
Did counselors at your high 
school seem alienated and uninformative? 
Yes 41 41% 
No 59 59% 
Do you feel that the counselors 
were willing to become involved 
in students' welfare? 
Yes 69 69% 
No 29 29% 
















P.R.I.D.E. Part Two 83 166.7 22.9 106 0 226 225 
Beck Depression Inventory 72 8.0 7.6 0 0 36 63 
SAT Verbal 87 429.2 67.5 290 200 580 800 
SAT Quantitative 87 486.8 77.0 250 200 670 800 
SAT Total 87 916.0 126.8 550 400 1200 1600 
GPA 32 2.5 0.4 1.6 0 3.2 4.0 
Gender 100 1.6 0.5 1 1 2 2 
Family Background 94 1.5 0.5 0 0 2 2 
Perceived Test Bias 94 1.2 0.4 0 0 2 2 
Socioeconomic Status 94 16.4 4.8 3 0 26 26 
High School Alienation 95 7.7 1.7 5 4 12 12 
Change in Self Image 94 1.1 0.8 0 0 2 2 









Meaning Code Values Code Meanings 





subject identification nunber 1 
2 





















$10,000 - $14,999 
$15,000 - $19,000 
$20,000 - $24,999 
$25,000 - $29,999 
$30,000 - $35,999 
$35,000 - $49,999 
$50,000 or above 
less than 7th grade 
completed 7th, 8th, or 9th grade 
completed 10th or 11th grade 












APPENDIX P (continued) 
Variable Name 
Variable Name Meaning Code Values Code Meanings 
SES Socioeconomic Status 
INCOME + EDUF + EDUM 
Activities in High School 
A1 activities receiving 1 athletic 
more respect and attention 2 academic 
0 other 
A2 advisor more interest in sports 1 Yes 
2 No 
A3 African American more involved in: 1 athletics 
2 academics 
0 other 
Assistance with College Aspirations 
B1 counselors alienated 1 Yes 
regarding specific college 2 No 
B2 teachers prepare you 









APPENDIX P (continued) 
Variable Name 
Variable Name Meaning Code Values Code Meanings 
B3 alienated from teachers 1 Yes 
& administrators 2 No 
For high school alienation in general: 0 other 
1 less alienated 
2 more alienated 
Counselina in Hiah School 
Cl counselors assist you 1 Yes 
2 No 
C2 counselors seem alienated, 1 Yes 
uninformed 2 No 
C3 counselors willing to 1 Yes 
get involved 2 No 
HSALIEN perceived alienation in HS 
B1 + B2 + B3 + Cl + C2 + c3 
SELFCH Change in self image 0 decrease 






APPENDIX P (continued) 
Variable Name 
Variable Name 
Meaning Code Values Code Meanings 
AGAIN After having attended this school, 0 undecided 
would you choose this school again? 1 yes 
2 no 
attitude Towards Standardized Testing Questionnaire 
FAMBAK Did your family background l Ves 
prepare for standardized testing? 2 No 
BIAS Are standardized tests racially biased? 1 Yes 
2 No 
P.R.I.D.E. Part Two 




5 strongly disagree 









APPENDIX P (continued) 
Variable Name 
Variable Name 
Meaning Code Values Code Meanings 




5 strongly disagree 




5 strongly disagree 




5 strongly disagree 
Beck Depression. Inventory 
BECKl - BECK21 Beck Depression Inventory questions 1 - 21 0 not symptomatic 
1 slightly symptomatic 
2 moderately spptomatic 





APPENDIX P (continued) 
Variable Name 
Variable Name 
Meaning Code Values Code Meanings  
SATTOT SAT total score 
SATV SAT Verbal 
SATQ SAT Quantitative 
GPA grade point average 
APPENDIX Q 
LETTER FROM COMMITTEE FOR PROTECTION 
OF HUMAN SUBJECTS 
CLEMSON 
CEPARTWEnr OF RESEARCH SERVICES 




Harold E. Farris, Jr., DVM, MS 
Chairman, Clemson University Committee / 
for the Protection of Human Subjects 
Human Subjects Protocol #673 entitled "An Examination of 
Factors Which Influence the Academic Success of African 
Americans Enrolled at a Predominately White Institution: 
A Descriptive Survey Analysis" 
The proposed research is exempt under 46.101 of the Code 
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APPENDIX R 
SUCCESS OF AFRICAN AMERICAN COLLEGE STUDENTS ENROLLED 
AT A PREDOMINANTLY WHITE COLLEGE 
SIGN-UP SHEET 
Experimenter's Copy 
ROMANDO JAMES AND 
DR. KING-JOHNSON'S STUDY 
Your Name  
Phone Number  
Day of experiment  
Date of experiment  
Place  
Time_  
Your copy to tear off 
as a REMINDER 
Romando James and 
Dr. King-Johnson, 
researchers 
Success of African 
American college students 
enrolled at a 
predominantly white 
college 
Day of experiment  
Date of experiment  
Place  
Time  
THANK YOU FOR YOUR WILLINGNESS TO PARTICIPATE IN 
PSYCHOLOGICAL RESEARCH. YOUR RESPONSE WILL BE CONFIDENTIAL. 
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APPENDIX S 
DEMOGRAPHIC INFORMATION FORM AND 
GENERAL INSTRUCTIONS 
DATE. 
NAME  I. D. NO .  
SCHOOL  
CLASSIFICATION (FRESHMAN, ETC.)  
MAJOR AREA OF STUDY  
DATE OF BIRTH  
GENDER (Check One): MALE  FEMALE  
RACE (Check One): Caucasian  Hispanic  
African-American  Asian  
PARTICIPANT CONSENT FORM: I agree to participate in the 
research be g conducted by Romando James (803-656- 
3420) and D Debra King-Johnson (803-656-4984) in the 
Department of Psychology at Clemson University. I also 
agree for my Scholastic Aptitude Test (SAT) scores to 
be released to Dr. King-Johnson for research purposes 
only. I understand that participation in this study 
entails no discomfort, stress, physical, psychological, 
social or legal risks. All results of my participation 
will be confidential and will not be released in any 
identifiable form. 
Signature of Participant 




SUCCESS OF AFRICAN AMERICAN COLLEGE STUDENTS 
ENROLLED AT A PREDOMINANTLY WHITE 
EDUCATIONAL INSTITUTION 
Write the name of the study on the board. 
Greet students - introduce self and the study. 
Pass out the consent forms. Read the consent form 
point by point. Ask students to sign name and write the 
date. 
Collect the consent forms. 
Pass out the experimental booklets with general 
instructions on top. 
Read the general instructions aloud as the students 
follow along in their booklets. 









Attitude Toward Test 
DATE: 




Thank you for your willingness to participate in this 
study. Without the help of people participating in research 
as you are doing now, the science of psychology would 
advance much more slowly. 
If you are ill or under unusual stress such that your 
participation in this study will not be representative of 
your participation on an 'average' day, please write a short 
note to that effect on the top of this page and bring the 
booklet to the experimenter. You will be excused from 
participation in this study. 
You are participating in a 5-part psychology experiment 
involving 
1. P.R.I.D.E. 
PRIDE is the acronym for five African American 
cultural values: P = pride, R = respect, 
I = integrity, D = determination, and 
E = enthusiasm. The first part of PRIDE will 
require you to provide some background and 
biographical data. Part II consists of 50 
questions (10 per letter). These questions have 
been adapted from the University Alienation Scale 
(UAS) (Burback 83). You are to respond by filling 
in the Scantron sheets with the No. 2 pencil 
provided. Your response should indicate whether 
you 




Strongly Disagree SD 
2. Problem Solving Questions (PSQ), 
3. Beck Depression Inventory, 
4. Analogy, 
5. Attitude Toward Standardized Tests. 
You will receive written instructions in this booklet. 
Each part has been color coded. Some of you will do more 
writing than others. Some will finish sections before the 
time limit is up. and others will not finish. Read and 
follow your instructions carefully and do not be surprised 
if others are writing more or less than you are. If you 
complete a section early, please sit quietly until the time 
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is up. Please do not talk or do anything that might 
distract others from the experiment. 
When you respond in writing, be sure to write legibly; 
that is, write very distinctly so that someone who is 
unfamiliar with your handwriting can read it easily. 
If you do not understand the written instructions at 
any point, first re-read them carefully. If you are still 
unclear about what to do, raise your hand and the 
experimenter will come to you to clarify the instructions. 
REMEMBER: Read all instructions carefully. 
Write very legibly. 
ASK: Are there any guestions? 
Then answer the questions. 
Please turn the page and follow the instructions given to 
you. 
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PART I. P.R.I.D.E. QUESTIONNAIRE - PURPLE 
Researcher begins minutes timing. 
After minutes say: 
In a minute — not yet — I will ask you to turn the 
page and read and follow the instructions given. You 
will have 40 minutes for this part. 
Now, turn the page and read and follow the instructions 
you are given. Please begin now. 
Begin minute time. 
At the end of 40 minute time: Please stop. It is all 
right if you have not finished. Please close your 
booklet and check to make sure you wrote your name and 
I.D. number at the top of the page. Please pass your 
booklet to the front of your row. 
PART II. PSQ PROBLEM SOLVING - RED 
The purpose of this questionnaire is to examine how 
well you know about your thinking skills and processes. 
There are no right or wrong answers. You are 
encouraged to be honest, candid, and explicit in your 
responses. For each of the following you are 
completing an academic assignment. Feel free to write 
comments which explain your responses and give 
information about insight to your learning style. 
Never Rarely Sometimes Usually Always 
1. I organize tasks and materials so that my time is used 
efficiently. 
Never Rarely Sometimes Usually Always 
ASK: Are there any questions? 
(Answer students' questions.) 
You will have 10 minutes to for this part. 
SAY: Please turn the first page over at this time. 
Please begin now. 
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At the end of the final question: Please stop. It is 
alright if you have not finished. In a minute I will ask 
you to turn the page and answer the guestions there as best 
as you. 
PART III. BECK DEPRESSION INVENTORY - GREEN 
Please write in the number which best describes 
your feelings opposite each number. The purpose 
of these 21 guestions is to determine your 
depression, if any, regarding perceived social 
alienation. 
ASK: Are there any guestions? 
You have 15 minutes. Begin now. 
At the end of 15 minutes: Please stop. It is alright if 
you have not finished. Please close your booklet and check 
to make sure you wrote your name and I.D. number at the top 
of the page. Please pass your booklet to the front of the 
row. 
PART IV. ANALOGY TEST - YELLOW 
Below are 25 verbal analogies for you to solve, 
all of which involve various relations between 
terms. Choose the word of number in the second 
pair that is most closely related to the first. 
For example: APPLE is to PEAR as VEAL is to (a) 
pork, (b) fish. The answer would be (a), since 
apple and pear are both fruit and veal and pork 
are both meat. Mark your answers on the scantron 
sheet. 
ASK: Are there any guestions? 
You have 20 minutes. Begin now. 
At the end of 20 minutes: Please stop. It is alright if 
you have not finished. Please close your booklet and check 
to make sure you wrote your name and I.D. number at the top 
of the page. Please pass your booklet to the front of the 
row. 
PART V. ATTITUDE TOWARD STANDARDIZED TESTS 
QUESTIONNAIRE - BLUE 
PURPOSE: The purpose of this questionnaire is to gain 
information about your thoughts on 
standardized tests. 
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DIRECTIONS: Please answer the following questions 
regarding standardized testing. Please be as honest in 
responding to these questions as possible. Your assistance 
is very much appreciated. 
Classification : 
 Freshman  Sophomore  Junior  Senior 
Graduation Date:  Major  
Sex:  Race:  
You will have 10 minutes for this part. Please begin now. 
At the end of the 10 minute time: Please stop. It is 
alright if you have not finished. Please close your booklet 
and check to make sure you wrote your name and I.D. number 
at the top of the page. Please pass your booklet to the 
front of the row. 
This concludes our experiment. Please pass your booklets to 
the front of your row. 
Debriefing; 
Explain the purpose of the experiment and answer questions 
the students may have. 
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APPENDIX T 
THANK YOU LETTER 
College of Liberal Arts 




Thank you for your willingness to participate in this 
study. Without the help of persons like you, the counseling 
profession and the science of psychology would advance much 
more slowly. You are participating in a descriptive study 
examining the success of African Americans who are attending 
predominantly White institutions. 
Thank you very much for your participation. 
Mr. Romando James 




SUCCESS OF AFRICAN AMERICAN COLLEGE STUDENTS 
ENROLLED AT A PREDOMINANTLY WHITE 
EDUCATIONAL INSTITUTION 
PILOT STUDY 






Dr. Debra King-Johnson 
This folder contains: 
1. Biographical Data Form 
2. Participant Consent Form 
3. Procedure and General Instructions 
4. Five (5) Color Coded Experimental Packets 
B. Problem Solving Questionnaire (PSQ) - Red 
C. Beck Depression - Green 
D. Analogy Test - Yellow 
E. Attitude Toward Standardized Test - Blue 
A. P.R.I.D.E Purple 
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DATE 
NAME  I.D. NO.  
SCHOOL  
CLASSIFICATION (FRESHMAN, ETC.)  
MAJOR AREA OF STUDY  
DATE OF BIRTH  
GENDER ( Check One ) : MALE  FEMALE  
RACE (Check One): Caucasian  Hispanic  
African-American  Asian  
PARTICIPANT CONSENT FORM: I agree to participate in the 
research being conducted by Romando James (803-656- 
3420) and Dr. Debra King-Johnson (803-656-4984) in the 
Department of Psychology at Clemson University. I also 
agree for my Scholastic Aptitude Test (SAT) scores to 
be released to Dr. King-Johnson for research purposes 
only. I understand that participation in this study 
entails no discomfort, stress, physical, psychological, 
social or legal risks. All results of my participation 
will be confidential and will not be released in any 
identifiable form. 
Signature of Participant 




SUCCESS OF AFRICAN AMERICAN COLLEGE STUDENTS 
ENROLLED AT A PREDOMINANTLY WHITE 
EDUCATIONAL INSTITUTION 
Write the name of the study on the board. 
Greet students - introduce self and the study. 
Pass out the consent forms. Read the consent form 
point by point. Ask students to sign name and write the 
date. 
Collect the consent forms. 
Pass out the experimental booklets with general 
instructions on top. 
Read the general instructions aloud as the students 
follow along in their booklets. 
DATE: 








Attitude Toward Test 





Thank you for your willingness to participate in this 
study. Without the help of people participating in research 
as you are doing now, the science of psychology would 
advance much more slowly. 
If you are ill or under unusual stress such that your 
participation in this study will not be representative of 
your participation on an 'average' day, please write a short 
note to that effect on the top of this page and bring the 
booklet to the experimenter. You will be excused from 
participation in this study. 
You are participating in a 5-part psychology experiment 
involving 
1. P.R.I.D.E. 
PRIDE is the acronym for five African American 
cultural values: P = pride, R = respect, 
I = integrity, D = determination, and 
E = enthusiasm. The first part of PRIDE will 
reguire you to provide some background and 
biographical data. Part II consists of 50 
questions (10 per letter). These questions have 
been adapted from the University Alienation Scale 
(UAS) (Burback 83). You are to respond by filling 
in the Scantron sheets with the No. 2 pencil 
provided. Your response should indicate whether 
you 




Strongly Disagree SD 
2. Problem Solving Questions (PSQ), 
3. Beck Depression Inventory, 
4. Analogy, 
5. Attitude Toward Standardized Tests. 
You will receive written instructions in this booklet. 
Each part has been color coded. Some of you will do more 
writing than others. Some will finish sections before the 
time limit is UP. and others will not finish. Read and 
follow your instructions carefully and do not be surprised 
if others are writing more or less than you are. If you 
complete a section early, please sit quietly until the time 
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is up. Please do not talk or do anything that might 
distract others from the experiment. 
When you respond in writing, be sure to write legibly? 
that is, write very distinctly so that someone who is 
unfamiliar with your handwriting can read it easily. 
If you do not understand the written instructions at 
any point, first re-read them carefully. If you are still 
unclear about what to do, raise your hand and the 
experimenter will come to you to clarify the instructions. 
REMEMBER: Read all instructions carefully. 
Write very legibly. 
ASK: Are there any questions? 
Then answer the questions. 
Please turn the page and follow the instructions given to 
you. 
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PART I. P.R.I.D.E. QUESTIONNAIRE - PURPLE 
Researcher begins minutes timing. 
After minutes say: 
In a minute — not yet — I will ask you to turn the 
page and read and follow the instructions given. You 
will have 40. minutes for this part. 
Now, turn the page and read and follow the instructions 
you are given. Please begin now. 
Begin minute time. 
At the end of 40 minute time: Please stop. It is all 
right if you have not finished. Please close your 
booklet and check to make sure you wrote your name and 
I.D. number at the top of the page. Please pass your 
booklet to the front of your row. 
PART II. PSQ PROBLEM SOLVING - RED 
The purpose of this questionnaire is to examine how 
well you know about your thinking skills and processes. 
There are no right or wrong answers. You are 
encouraged to be honest, candid, and explicit in your 
responses. For each of the following you are 
completing an academic assignment. Feel free to write 
comments which explain your responses and give 
information about insight to your learning style. 
Never Rarely Sometimes Usually Always 
1. I organize tasks and materials so that my time is used 
efficiently. 
Never Rarely Sometimes Usually Always 
ASK: Are there any questions? 
(Answer students' questions.) 
You will have 10 minutes to for this part. 
SAY: Please turn the first page over at this time. 
Please begin now. 
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At the end of the final question: Please stop. It is 
alright if you have not finished. In a minute I will ask 
you to turn the page and answer the guestions there as best 
as you. 
PART III. BECK DEPRESSION INVENTORY - GREEN 
Please write in the number which best describes 
your feelings opposite each number. The purpose 
of these 21 guestions is to determine your 
depression, if any, regarding perceived social 
alienation. 
ASK: Are there any questions? 
You have 15 minutes. Begin now. 
At the end of 15 minutes: Please stop. It is alright if 
you have not finished. Please close your booklet and check 
to make sure you wrote your name and I.D. number at the top 
of the page. Please pass your booklet to the front of the 
row. 
PART IV. ANALOGY TEST - YELLOW 
Below are 25 verbal analogies for you to solve, 
ail of which involve various relations between 
terms. Choose the word of number in the second 
pair that is most closely related to the first. 
For example: APPLE is to PEAR as VEAL is to (a) 
pork, (b) fish. The answer would be (a), since 
apple and pear are both fruit and veal and pork 
are both meat. Mark your answers on the scantron 
sheet. 
ASK: Are there any questions? 
You have 20 minutes. Begin now. 
At the end of 20 minutes: Please stop. It is alright if 
you have not finished. Please close your booklet and check 
to make sure you wrote your name and I.D. number at the top 
of the page. Please pass your booklet to the front of the 
row. 
PART V. ATTITUDE TOWARD STANDARDIZED TESTS 
QUESTIONNAIRE - BLUE 
PURPOSE: The purpose of this questionnaire is to gain 
information about your thoughts on 
standardized tests. 
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DIRECTIONS: Please answer the following questions 
regarding standardized testing. Please be as honest in 
responding to these questions as possible. Your assistance 
is very much appreciated. 
Classification: 
 Freshman  Sophomore  Junior  Senior 
Graduation Date:  Major  
Sex:  Race:  
You will have 10 minutes for this part. Please begin now. 
At the end of the 10 minute time: Please stop. It is 
alright if you have not finished. Please close your booklet 
and check to make sure you wrote your name and I.D. number 
at the top of the page. Please pass your booklet to the 
front of the row. 
This concludes our experiment. Please pass your booklets to 
the front of your row. 
Debriefing; 
Explain the purpose of the experiment and answer questions 
the students may have. 
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APPENDIX V 
PILOT STUDY DESCRIPTION 
April 7, 1993 
This study was done to test the feelings of black 
students in predominantly white universities on such 
subjects as the quality of education, feelings of the 
students (in general, and towards others), alienation, etc. 
Twenty-five students were tested on the five instruments 
(Pride, Problem Solving, Attitude Toward Standardized Test, 
Beck Depression, and the Analogy Test). The students 
complained that the test was too long and cumbersome. It 
took several students two hours or more to complete it. As 
a result of their suggestions, the instructions were 
simplified, changes were made in each of the five sections, 





ARE YOU WILLING TO HELP A BROTHER0 
If you are enrolled in the second session of summer school 
If you consider Clemson University to be a 
predominately white institution 
And if you would you like to win one hundred dollars 
($100.00) 
-Please come to the 
Student Government Senate Chambers 
Wednesday, July 14,1993 
Anytime between 4:40 - 7:30 p.m. 
n Refreshments will be served 
Please come and help our brother, Mr. Ramondo James, on 
a research project aimed at determining how african 
american students in a predominately white institution 
achieve academic success. The survey will take approxi¬ 
mately twenty minutes. Those who participate will have their 
names entered into a drawing for $100.00 dollars, which will 
be held at the Minority Reception, Thursday, August 19 at 
4:30 p.m. in the Lila Holmes Ballroom.If you have any ques¬ 
tions, please call Mr. Ramondo James at 656-3420. 
If you are an African American Student 
Give the brother a hand 
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